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ABSTRACT 
This thesis examines the perceptions and experiences of school 
guidance personnel in relation to clinical supervision. Specifically the 
study sought to discover how clinical supervision is conceptualised by 
school guidance personnel, and how it is experienced by them. In 
addition, it examined how school guidance personnel perceive that the 
supervisory context affects the conduct of clinical supervision. The study 
also evaluated the use of teleconference calls as a medium for conducting 
focus group interviews with participants in remote locations. 
The study was conducted in three parts. First, data was gathered 
through a survey questionnaire. Two versions of the questionnaire were 
developed. One version was worded to reflect the role of guidance officers 
in the supervisory process, and the other version was worded to reflect 
the role of senior guidance officers in the supervisory process. The 
questionnaires were distributed to all guidance officers and senior 
guidance officers employed by the Queensland Department of Education 
(renamed Education Queensland since the time of the study). Second, 
focus group interviews were conducted using teleconference call facilities. 
The focus group interviews were conducted with a random sample of 
guidance officers and senior guidance officers who had completed the 
questionnaires. Guidance officers were interviewed separately from senior 
guidance officers. In addition, guidance officers who received clinical 
supervision were interviewed separately from those who did not receive 
clinical supervision. Third, the use of teleconference calls as a medium 
for conducting focus group interviews with people from remote locations 
was evaluated by means of a questionnaire sent to all participants. The 
data was analysed quantitatively and qualitatively as appropriate. 
The findings established that the provision of clinical supervision 
was perceived as inadequate by most senior guidance officers and 
guidance officers. In addition, most participants perceived that the 
amount of training they had received in clinical supervision was 
11 
inadequate. The study also found that the training and induction of those 
new to the profession are inadequate. The inadequacy of clinical 
supervision, supervision training, and the training and induction of those 
new to the profession was attributed to the supervisory context and a 
lack of professional leadership on the part of Education Queensland. In 
addition, differences were found between supervised guidance officers and 
senior guidance officers, males and females, supervised and unsupervised 
guidance officers, primary and secondary guidance officers, and 
experienced and less experienced guidance officers. The study also found 
that the use of teleconference calls was a successful method of conducting 
focus group interviews. 
As a result of this study, the recommendations relate to the issue 
of professional leadership. In particular, recommendations are provided 
for Education Queensland, the Queensland Guidance and Counselling 
Association Inc., the professional organisation representing guidance 
personnel, and the universities who conduct counsellor training and 
guidance training courses. Specifically, the recommendations address the 
establishment of clinical supervision guidelines, supervision training, 
induction of those new to the profession, and closer communication 
between the Queensland Guidance and Counselling Association Inc. and 
Education Queensland. 
KEY WORDS 
clinical supervision, counsellor supervision, focus group interviews, 
guidance officer, school counsellor, school guidance, school guidance and 
counselling, senior guidance officer, supervision, supervisory context, 
supervisory relationship, teleconference calls 
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CHAPTER 1 
INTRODUCTION 
It is only comparatively recently that clinical supervision has 
begun to receive increased and sustained attention from educators and 
researchers (Bernard 8& Goodyear, 1992). Corresponding with this has 
been a rise in the relative importance of supervision to the counselling 
profession, to the point where it is now regarded as an essential element 
of the ethical practice of all counsellors, including school counsellors. 
However, supervision of counsellors in school settings has received little 
attention, and the extant literature on this topic is scant. It is in the 
context of the literature on supervision generally, and the supervision of 
school counsellors specifically, that the current study is set. 
It is the purpose of this chapter to set the context for the present 
study. In particular, the history and context of guidance and counselling 
in the Queensland Department of Education will be outlined, and the 
roles of guidance officers and senior guidance officers (school counsellors, 
and the participants in the study) will be explained. Consideration will be 
given to previous study in this field of research. The research question 
guiding the present study will be presented. In addition the structure of 
the thesis will be outlined. First however, the researcher's interest in the 
field of study will be explained. 
The Interest of the Researcher 
My interest in the field of clinical supervision stems from my 
involvement in it over a number of years while employed as a guidance 
officer with the Department of Education. Currently I am on extended leave 
from that Department. As a school based guidance officer, 1 provided 
practicum supervision for guidance officers in training. In addition, I later 
worked at the Specialist Staff Development Centre where I had 
responsibilities related to the preservice training and supervision of 
teachers selected to train as guidance officers. As a member of the Centre, I 
was also involved in the provision of inservice education programs to 
teachers and guidance officers throughout Queensland. 1 have also been a 
member of the executive of the Queensland Guidance and Counselling 
Association Inc. since 1991. In addition, 1 was the editor of the 
Association's newsletter. Connections, from 1994 until 1997. From my 
involvement in this Association, and my work at the Specialist Staff 
Development Centre, I believe I am loiown to guidance personnel 
throughout Queensland. My previous positions in the Department and the 
Association have also enabled me to develop an awareness of the concerns 
of guidance personnel about clinical supervision. It is my interest in school 
guidance and counselling and cHnical supervision that has led me to 
undertake this study. 
The Context of the Current Study -
the Queensland Department of Education 
Guidance services have been provided by the Queensland 
Department of Education since 1948 (Logan dt, Clarke, 1984), and have 
traditionally had close links with special education services. The original 
focus of the guidance service was on the supervision and control of 
admissions to opportunity classes (classes for at-risk students), and 
corresponding with this focus was the development of suitable 
assessment instruments. In 1958, the Research and Guidance Branch 
was included in the newly formed Division of Special Education Services. 
From the beginning of its existence, the Division consisted of two 
branches, each providing different services (Lim, 1988). In particular, it 
provided "direct service in the form of special schools and units" (Lim, 
1988, p. 2), and support services centred around providing vocational 
guidance to secondary school students. It later expanded to include other 
support personnel including speech therapists, remedial teachers, and 
advisory teachers. During the 1960s, the first steps were taken towards 
providing guidance services in country areas v^th the appointment of two 
regional guidance officers. In 1972, two training officers were appointed 
to conduct inservice training for newly appointed guidance officers, and 
by the late 1970s, eleven regional guidance offices had been established. 
The Division continued to expand during the 1980s (Lim, 1988). 
Guidance officers traditionally worked in either primary or secondary 
schools on the basis of their teaching background. By 1992, the ratio of 
primary guidance officers to students was 1: 2200, and the ratio of 
secondary guidance officers to students was 1: 1100. 
In 1988, reorganisation within the Department resulted in a name 
change to the Division of Special Services, and attempts were made to 
lessen its isolation within the Department. Lim (1988) claims that the 
Division had a culture of its own centred on the individual, which 
stemmed out of its history of advocating for those not catered for in the 
mainstream school system. In an attempt to meet the nonmainstream 
needs of individuals, the Division provided training of specialist support 
staff including guidance officers. In her analysis of the Division in 1988, 
Lim recommended a continuation of these inservice training efforts and 
also recommended that the Division "continue to provide for and advocate 
on behalf of the training of specialist skills" (p. 9). 
During 1988, the senior guidance officer position (then known as 
the classified guidance officer or V8 position), had "direct responsibility 
for the supervision, support, development and coordination functions 
associated with guidance and counselling services" (Parry, 1988, p. 3). 
However, the nature of supervision was not specified, and senior 
guidance officers were not required to have any qualifications or 
experience in supervision. Growing awareness of the professional 
responsibilities of the V8 in a changing organisation prompted the 
preparation of a discussion paper on the role and functions of the V8. 
This was done in anticipation of, and preceded, a significant increase in 
the number of senior guidance officer positions available throughout the 
Department (Parry, 1988). The role of the V8s at this time placed more 
emphasis on professional management and support for guidance and 
counselling services than on clinical supervision. 
Evidence of a lack of emphasis on supervision can also be found in 
the results of a survey of the priorities and practices of guidance officers 
working in Queensland state secondary schools (McCowan, 1988). This 
survey investigated the amount of time guidance officers spent on a range 
of duties including evaluation, testing, information provision, counselling, 
administrative, and professional activities. Supervision was not included 
as a separate activity in the survey, and presumably may have been 
included in professional activities which were described as "own 
professional growth, program planning, maintenance of independence" 
(McCowan, 1988, p. 8). The survey found that guidance officers spent six 
percent of their time on professional activities regardless of length of 
experience as a guidance officer. However, it is not possible to gauge how 
much of that time, if any, was devoted to supervision. Thus it seems that 
supervision was not a major feature of the work of guidance officers, and 
that while it was a task of senior guidance officers, the specifics of that 
task are not clear. It also seems that those conducting the survey did not 
consider supervision important enough to include it as an item in its own 
right on the survey. 
However, supervision was a significant aspect of the preservice 
training for guidance officers who spent one day a week on practicum 
placements with guidance officers in schools. Practicum supervisors had 
begun receiving training in supervision as early as 1987 (McCowan, 1987) 
when the issue of supervision began to receive serious consideration by 
senior guidance personnel within the Division. McCowan examined the 
issues of supervision in relation to the Queensland setting, and proposed 
an overall framework for supervision which included professional 
(clinical) and managerial supervision. However, he focused on clinical 
supervision, and proposed a developmental approach which attended to 
the supervision needs of guidance officers in their training and post 
training year. In essence, the attention given to supervision during 1987 
raised the profile of supervision within guidance, and began to clarify the 
difference between managerial and clinical supervision. Thus clinical 
supervision has had a relatively short history in the Queensland 
Department of Education. 
Implementing a System of Supervision 
An increase in the number of senior guidance officer positions 
throughout the Department during 1989 provided a mechanism for the 
conduct of supervision of guidance practices, and during that year "a 
significant reorientation of the classified guidance officer role to include 
responsibilities for supervision was commenced" (Cameron, 1989, p. 13). 
Classified guidance officers have more recently been termed senior 
guidance officers. In 1989, the first training in supervision for senior 
guidance officers was conducted. This four day training program 
addressed both managerial and clinical supervision. It also attended to 
implementation issues at regional and district levels with a caution to 
proceed slowly (McCowan, 1989a), which was in fact, the experience of 
those trying to implement a model of supervision in their districts 
(Christie, 1989). The model proposed in the workshops drew heavily on 
Egan's (1985) model of system design. 
What was significant about the senior guidance officer training 
program was its attempt to set the supervision of guidance officers into 
the context of the Departmental structure at that time. An example of 
this was the development of a workshop for school principals to explore 
the management of specialist personnel in order to develop a cooperative 
and collaborative model of supervision (Lim, 1991). Another significant 
aspect of the supervision training program was a commitment to follow-
up activities, one of which was the regular publication of issues related to 
supervision in Infocus (McCowan, 1989b), a magazine of professional and 
practical articles produced by Guidance and Counselling Services and 
distributed regularly to guidance personnel throughout the state. The 
production of Infocus is illustrative of the support services available to 
guidance personnel prior to the 1993 restructuring of the Department of 
Education. Since the restructuring, the publication of Infocus has been 
discontinued. 
By 1990, based on the success of the previous supervision training 
workshops, two supervision projects were listed as functions of the 
Specialist Staff Development Centre which was run by the Division to 
conduct guidance officer training programs for teachers selected to train 
as guidance officers (Robertson, 1990). In particular, the projects listed 
were training for supervisors of guidance officers in training, and 
supervision training for classified (senior) guidance officers. The 
successful combination of increased numbers of senior guidance officers 
and the previous training workshops caused senior guidance personnel 
to suggest that "the concept of supervision has become familiar to all 
guidance officers", many of the myths about supervision had been 
dispelled, and that there was "wide acceptance of the supervision 
concept" (Robertson 8& McCowan, 1990, p. 2). 
Departmental Restructure - 1993 
However, shortly after this, the Department began a major 
restructuring process which continues at this time. In 1993, the last 
centralised Department of Education guidance officer training program 
was conducted, and the Specialist Staff Development Centre was 
disbanded. Selection and training of guidance officers became the 
responsibility of personnel in the Department of Education's eleven 
regions (see Appendix 1) and the tertiary institutions, with senior 
guidance officers having a major role to play in the training and 
supervision of guidance officers in training. One guidance officer was 
appointed to the Department's central office to provide state wide support 
for the implementation of regional training. 
A significant factor in the development of the Division of Special 
Education Services was its separation from the mainstream of education 
and other divisions within the Department and its image as an "isolate 
within the Department" (Lim, 1988, p . 3). Up until the early 1990s, there 
were guidance personnel in senior positions at regional and state levels, 
and professional support in the form of publications, newsletters, 
program development and resource updates was provided through 
Guidance and Support Services, a section of the Division (Guidance and 
Support Services, 1986). 
During the 1993 restructuring process, the Division and all 
guidance positions above the level of senior guidance officer were 
discontinued. The most senior guidance position in the Department is 
now that of senior guidance officer, two of whom are based in the central 
office of the Department and have responsibility for policy. However, the 
senior guidance officer position is at a relatively low level in the 
management structure of the large bureaucracy of the Department of 
Education. Guidance and Counselling Services, which provided state 
wide support for guidance personnel, has been subsumed as part of a 
larger section of the Department and its staff significantly reduced. There 
is no longer any centralised training facility. 
The 1997 Restructuring of the Department 
Since the time of the data collection for this study, the Department 
has been restructured again. The Department of Education is now known 
as Education Queensland, and the eleven regions have been disbanded, 
and will be replaced by 32 districts from the beginning of the 1998 school 
year. Up until the present time, senior guidance officers have been based 
in School Support Centres which provide specialised support for a cluster 
of schools. However from 1998, half of the senior guidance officers will be 
based in schools and the other half in District Offices, and it is unclear at 
this stage how the supervision or training of guidance officers will occur. 
In addition, the guidance officer position which provided state wide 
support for the implementation of regional training was discontinued in 
1997, and the role subsumed in a broad based position which is not 
guidance specific. 
Education Queensland is moving toward school based 
management, and guidance and several other support services have not 
been listed as core functions of schools. Thus, guidance will have to 
compete with other areas to become funding priorities for schools. While 
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not stated, schools may in the future choose how much, if any, guidance 
service they receive based on the school budget and perceived outcomes 
of the service. It is possible that guidance services could be outsourced. 
Privatisation of some services within Education Queensland is a distinct 
possibility. For example, tenders have already been called for providers of 
behaviour management programs. 
Thus, this study is being conducted within a context of rapid 
change within the Department where the guidance service structure has 
been substantially eroded. Significantly, since the initial restructuring of 
the Department in 1993, clinical supervision has been written into the 
position descriptions of guidance officers and senior guidance officers 
within the Queensland Department of Education (Department of 
Education, 1993a, 1993b, 1995). This is evidence of the effectiveness of 
the supervision implementation program conducted since 1989, and the 
success of promoting its worth to other personnel within the Department. 
Prior to the restructuring of the Department of Education in 1993 
there was clear evidence of leadership in and commitment to the 
development of supervision practices. This was demonstrated by state 
wide support for and promotion of supervision, and training provided for 
senior guidance officers and practicum supervisors. The recognition that 
supervisors need to be trained in supervision is in line with recent 
thinking (Borders et al., 1991; Bradley, 1989; Henderson 8& Lampe, 1992; 
Roberts 85 Borders, 1994; Stoltenberg 85 Delworth, 1987). 
However, there is currently nothing within the Department to 
guide supervision practice, and the previous leadership which guided the 
introduction and implementation of supervision no longer exists. Little is 
known about the conduct of clinical supervision in the Department of 
Education as no previous research has been done. This study is timely as 
it provides an opportunity for guidance personnel to reflect on their 
experiences of clinical supervision, and recommendations drawn from 
their reflections may guide future development. 
Guidance Personnel 
Guidance officers and senior guidance officers are employed within 
the Queensland Department of Education in a multifaceted role involving 
among other things psychoeducational assessment, behaviour 
management, counselling, and career guidance. Much of the work of 
guidance officers reflects the complex society in which we live, and they 
are frequently called upon to deal with complicated, emotionally stressful 
counselling and behaviour management cases (Sutton & Page, 1994), and 
crisis situations involving students, staff, or parents. Frequently, they 
work in isolation from other guidance personnel (Barletta, 1996), and 
therefore as the only mental health professional based in a school, they 
deal with difficult situations alone. Clinical supervision is a mechanism 
for providing support for guidance personnel working under these 
difficult conditions (Barletta, 1996; Sutton 86 Page, 1994). Significantly, it 
has been written into the position descriptions of guidance officers and 
senior guidance officers (Department of Education, 1993a, 1993b, 1995). 
However the emphasis of supervision is on ensuring "professional 
accountability" (Department of Education, 1993a, p. 3) and the "quality of 
guidance services" (Department of Education, 1993b, p. 5), rather than 
the support of guidance officers. 
The Position of Guidance Officer 
Guidance officers provide "guidance and counselling support to 
schools and their communities ..." (Department of Education, 1993a, p. 2, 
1995, p. 2). Within Education Queensland, approximately 380 guidance 
officers are employed, with approximately 180 working as developmental 
or primary guidance officers with children from preschool to year 7 in the 
Queensland setting, and approximately 200 working as secondary 
guidance officers with adolescents from year 8 to year 12 in the 
Queensland setting, and a small number working as P-12 guidance 
officers with s tudents of any age (J. McGrath, personal communication, 
September 30, 1997). The regional staffing guideline for the ratio of 
guidance officers to s tudents since the 1993 restructure was 1: 1100 (J. 
McGrath, personal communication, September 30, 1997). However, the 
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ratio has since established at approximately 1: 1500 (J. McGrath, 
personal communication, September 30, 1997). 
Primary guidance officers provide "support for the educational, 
physical, social, emotional and intellectual development of children", 
(Department of Education, 1993a, p. 2, 1995, p. 2) and their work is 
concentrated "mainly in primary schools, special schools and school 
support centres" (Department of Education, 1993a, p. 2, 1995, p. 2). They 
have traditionally been based in School Support Centres and provided 
guidance services to a number of schools. However by 1998 they will all 
be based in schools. 
Secondary guidance officers provide support "which reflects an 
emphasis on the unique needs of adolescents ..." (Department of 
Education, 1993a, p. 2, 1995, p. 2), and their work is concentrated 
mainly in secondary schools (Department of Education, 1993a, 1995). 
Traditionally they have been based in secondary schools. Some guidance 
officers provide services in both primary and secondary schools and are 
"generally referred to as P-12 guidance officers" (Department of 
Education, 1993a, p. 2, 1995, p. 2). Guidance officers may provide a 
guidance and counselling service to one school or a number of schools. 
One of the duties of guidance officers is to "participate in an ongoing 
process of technical and clinical supervision with the senior guidance 
officer to review personal and professional goals and to maintain and 
enhance quality of technical skills" (Department of Education, 1993a, p. 
6, 1995, p. 6). 
The Position of Senior Guidance Officer 
Education Queensland employs approximately 50 senior guidance 
officers (J. McGrath, personal communication, September 30, 1997). A 
senior guidance officer is described as "the senior Department 
professional position for guidance services" (Department of Education, 
1993b, p. 2), and one of the objectives of the role of senior guidance 
officers is "to develop and implement a system of clinical and technical 
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supervision" (Department of Education, 1993b, p. 1) for guidance officers. 
Further, "the senior guidance officer is accountable to the school support 
centre coordinators or the principal for the provision of a system of 
technical and clinical supervision of guidance officers" (Department of 
Education, 1993b, p. 3). Since the 1993 restructuring of the Department, 
senior guidance officers have been based in school support centres, each 
of which provide specialised support for a cluster of schools. 
While providing clinical and technical supervision for guidance 
officers is clearly specified in the role description of senior guidance 
officers, there is no specific requirement in the selection criteria for the 
position, that applicants should have previous experience or training in 
supervision. The selection criteria for the position of senior guidance 
officer related to supervision states "demonstrated ability or capacity to 
acquire skills in clinical and technical supervision in the areas of psycho-
educational assessment and intervention, counselling and support for 
schools in behaviour management practices" (Department of Education, 
1993b, p. 4). Most senior guidance officers are appointed from the ranks 
of guidance officers where there is no specified supervisory role. Thus 
most senior guidance officers are appointed to the supervisory position 
without prior experience in providing supervision for others and without 
training in supervision. This situation is not unique to the Department of 
Education and has been raised as a concern for over twenty years 
(Borders & Leddick, 1988; Feltham 85 Dryden, 1994; Hart, 1982; Kaslow, 
1977). However, while lack of training for supervisors could be perceived 
as common practice, it cannot be condoned. 
It is also worth noting that the position description states that 
"senior guidance officers work across all school sectors - early childhood, 
primary, secondary and special as well as with non-school age clients" 
(Department of Education, 1993b, p. 2). Most newly appointed senior 
guidance officers would have experience in only one of these school 
sectors, and could therefore be supervising guidance officers who work in 
contexts outside their own area of expertise. 
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Thus while clinical supervision is not a new concept to guidance 
professionals in the Department of Education, its relative importance has 
increased as indicated by the position descriptions, while support for its 
implementation has decreased. Significantly, the "system of technical and 
clinical supervision" is neither defined nor described by the Department 
of Education, nor are guidelines for its conduct provided, a situation that 
is curious given the importance of supervision in ensuring the "quality of 
guidance services" (Department of Education, 1993b, p. 5) and 
"professional accountability" (Department of Education, 1993a, p. 3). It 
also seems contradictory that the Department of Education specifies so 
little in the selection criteria for senior guidance officers related to 
supervision experience and training, and expects so much from these 
professionals who provide the process on which the quality of guidance 
services and accountability are based. 
Mandatory Qualifications of Guidance Officers and Senior Guidance 
Officers 
The mandatory qualifications for guidance officers and senior 
guidance officers within the Queensland Department of Education 
include: 
studies in psychology from a recognised tertiary institution or 
qualifications which in the opinion of the Director-General of 
Education are acceptable, completion of an approved post-
graduate guidance and counselling course from a recognised 
tertiary institution or qualifications which in the opinion of the 
Director-General of Education are acceptable, registration as a 
teacher in Queensland (Department of Education, 1995, p. 4). 
All guidance officers and senior guidance officers in the 
Queensland Department of Education are registered teachers with 
qualifications in education and additional qualifications in a guidance 
and counselling related discipline as specified in the mandatory 
qualifications. Most guidance officers have postgraduate qualifications in 
guidance and counselling, for example a Master of Education (Guidance 
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and Counselling) degree, a smaller number have psychology 
qualifications, and some have both. 
Until 1993, teachers selected for training as guidance officers were 
trained for twelve months in centralised Department run guidance officer 
training programs in either Brisbane or Townsville (see Appendix 1). 
During this time they undertook university study, Departmental training 
in guidance and counselling practices, and supervised practicum 
placements in schools. The 1993 position description also included in the 
mandatory qualifications "completion of an approved departmental 
guidance and counselling training process comprising induction, 
professional practices component and supervised practicum" 
(Department of Education, 1993, p. 4). However, this requirement has 
been omitted from the 1995 position description. 
As a result of the 1993 restructuring of the Department of 
Education, the centralised training programs have been disbanded. Since 
1994, training has been the responsibility of the Department's eleven 
regions. Under the 1993 restructuring of the Department of Education, 
the role of the central office became one of policy development, while 
responsibility for policy implementation was devolved to the regions. Thus 
despite the training of guidance officers in the centralised programs being 
highly effective (Lim, 1988), training became a regional responsibility with 
senior guidance officers having a major role to play in it. Underlying this 
change is the notion that regional training may better focus on regional 
differences and needs and ensure continuity of staffing in the regions, 
despite the fact that few regional personnel have experience in guidance 
training, and again, no training or guidelines were provided for them. 
Thus senior guidance officers in the regions have been expected to take 
on much greater responsibility with much less support. 
A revision of the guidance officer position description (Department 
of Education, 1995) excludes the need for any training by the Department 
of Education for teachers selected to train as guidance officers. Possibly 
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in lieu of this, the following note has been included in the position 
description for guidance officers: "Appointment to a vacant guidance 
officer position, whether temporary or permanent, includes the approved 
requirement for ongoing supervision in the first year (or first four terms). 
New guidance officers are required to be released from their school duties 
at the rate of one day per fortnight. During this time regionally organised 
supervision is provided" (Department of Education, 1995, p. 5). 
Significantly this is the only group of guidance personnel within the 
Department of Education for whom an amount of super\asion time is 
specified. However, once again the Department has provided no 
guidelines as to how this "regionally organised supervision" should occur, 
thus reflecting the regional role in implementing policy. It is worth noting 
that guidance officers new to the profession now have considerably less 
practicum experience and Departmental training than those trained prior 
to 1994, and those responsible for their supervision have little experience 
and training in supervision. 
Deliberations on Supervision Since the 1993 Restructuring 
Despite the expressed purposes of supervision being quality 
assurance and accountability of guidance and counselling practices 
(Department of Education, 1993a; 1993b; 1995), with the exception of the 
amount of time specified for the supervision of new gtiidance officers, the 
Department of Education has neither defined nor provided guidelines for 
the practice of supervision. This is illustrative of their decision that the 
central office of the Department has responsibility for writing policy, and 
the regions have responsibility for implementing it. As a result, guidance 
personnel throughout the state have grappled with the establishment of a 
system of supervision since 1993. A reflection of this endeavour is a 
definition developed by senior guidance officers from the Metropolitan 
East Region of the Department of Education: 
supervision is a contractual, collaborative, caring and cyclic 
process, which involves establishing and reviewing each person's 
goals, achievements and performance. It provides a mechanism for 
ensuring that specific professional practices are consistent with 
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the organisational goals, while recognising the personal and 
professional expertise of individuals (Senior guidance officers. 
Metropolitan East Region, 1994, p. 1). 
While merely serving as an example of the deliberations of regional 
personnel, this definition does refiect some of the issues on definitions 
discussed in the next chapter. In addition, as a regional initiative, it 
serves as a reminder of the deliberations which are being replicated in the 
regions. 
Administrative Supervision 
Guidance personnel also receive supervision of the guidance 
programs they provide to school communities from school principals and 
school support centre coordinators. "Guidance officers are accountable to 
the school principal for the guidance program provided to a school" 
(Department of Education, 1993a, p. 3), while senior guidance officers are 
accountable to "school support centre coordinators or the principal for 
the provision of a system of technical and clinical supendsion of guidance 
officers" (Department of Education, 1993b, p. 3). While the term 
administrative supervision has not been used in the position 
descriptions, it reasonably describes the nature of the supervision 
provided for guidance personnel by school principals and school support 
centre coordinators. 
"Administrative supervision is primarily a management function 
that does not focus on the counseling process ... and is provided in 
almost all settings where counseling takes place" (Remley, Benshoff & 
Mowbray, 1987, p. 53), and as such does not require the supervisor to 
have had professional training as a counsellor. This is reflected by Hart 
(1982) who described administrative supervision as "helping the 
supervisee as part of the organisation", and clinical super\asion as 
focusing "on the development of the supervisee as an interpersonally 
effective clinician" (p. 4). Thus clinical supervision as depicted by Hart 
(1982), with its focus on interactions with clients, reflects the need for 
specialised training of clinical supervisors. 
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It is important to acknowledge that guidance personnel are 
involved in both types of supervision, and to be aware of the difference 
between the nature of supervision provided by principals and school 
support centre coordinators who are generally not trained as counsellors 
or as guidance officers, and that provided by senior guidance officers. The 
distinction between "administrative and program supervision" and 
"clinical and technical supervision" was clearly made in the Working 
Paper on Psychological Practices (Peach, 1992) which recognises that 
"guidance practices include specialist activities which significantly differ 
from the experience and expertise of most principals" (p. 2). Therefore the 
Department has acknowledged that clinical supervision mus t be provided 
by appropriately trained guidance and counselling professionals. While 
administrative supervision is as essential as clinical supervision and 
cannot be overlooked, the focus for this study is on clinical supervision 
which refiects the specialised training of guidance personnel. 
The Queensland Guidance and Counselling Association Inc. 
As the number of guidance officers employed by the Department 
grew, a professional association catering specifically for guidance officers, 
the Queensland Guidance Officers Association, was formed in 1982 
(Watson, 1996), and was the first such association in Australia. The 
original association catered for only field based guidance officers from the 
Department. However, the eligibility for membership was later widened to 
include senior guidance officers and guidance personnel from other 
education authorities. Following the formation of the Queensland 
association, discussion ensued between guidance personnel from around 
Australia about establishing a national guidance association, with the 
result that in 1985 the Australian Guidance and Counselling Association 
was formed (Watson, 1996). In 1987, the Queensland Guidance Officers 
Association changed its name to the Queensland Guidance and 
Counselling Association to reflect its broader membership base, and that 
not all members were titled guidance officer, a term particular to the 
Department of Education. The Queensland Guidance and Counselling 
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Association Inc. now has over 400 members (Lim, 1997), and is also 
affiliated with the Australian Guidance and Counselling Association Inc. 
Prior to the 1993 restructuring of the Department of Education, 
the Association received a significant amount of clerical support from the 
Guidance and Support Services section of the Department. Since the 
1993 restructuring of the Department of Education, this level of support 
has been removed, and the Association has worked to assume a greater 
role in professional leadership which has been reduced within the 
Department. Significantly the Association has produced a Code of Ethics 
(Queensland Guidance and Counselling Association Inc., 1994) and a 
Strategic Plan (Queensland Guidance and Counselling Association Inc., 
1995). In addition, it is trying to raise the profile of the Association and 
cater for the professional needs of members and others by employing a 
professional development consultant to organise professional 
development activities throughout the State (Watson, 1997). The 
Association newsletter. Connections, has also become a more substantial 
publication since the 1993 restructuring of the Department. 
Defining the Area of Study 
The position description for senior guidance officers states that 
"the areas of technical and clinical supervision are 
1. the use of restricted tests and other assessment practices, 
2. the interpretation and application of results in educational planning, 
3. counselling, and 
4. behaviour management practices" (Department of Education, 1993b, 
p. 3). 
Clinical supervision refers to supervised counselling experience (Coll, 
1995), whereas technical supervision applies to the administration of 
restricted tests and other assessment practices. All guidance officers are 
involved in counselling, whereas they are not all involved in all of the 
other areas of guidance practice listed. For example, secondary guidance 
officers traditionally have not administered restricted tests, and not all 
guidance officers have traditionally been involved in behaviour 
management practices. 
For the purpose of this study the focus will be on the clinical 
supervision of guidance officers by senior guidance officers, a key reason 
for this being that counselling practice is common to all guidance officers. 
In addition, clinical supervision reflects the specialised training of 
guidance personnel. Throughout the literature, supervised counselling 
practice is variously described by the terms clinical supervision, 
counselling supervision and supervision, a feature that will be reflected 
throughout this thesis. Similarly the terms supervisor, clinical supervisor 
and counselling supervisor are used interchangeably. Bradley (1989) 
comments that "whatever the official title, the criterion for being a 
supervisor is that an individual performs the function of counselor 
supervision" (p. 5). Again, this flexibility in the use of terms will be 
reflected in this thesis. 
Supervision Research 
As early as 1982, Sansbury commented that "supervision remains 
a highly critical and woefully under-researched component of professional 
training" (1982, p. 57). Research into clinical supervision has had a 
comparatively short history (Bernard 85 Goodyear, 1992), a topic 
discussed in more detail in later chapters of this thesis. Australian 
research on clinical supervision is particularly limited. The existing 
literature on clinical supervision is derived from several professions 
including psychology, social work, counselling, school counselling, and 
family therapy, and the literature on clinical supervision of guidance 
officers or school counsellors comprises a small part of this. 
In "the first national study of post-degree supervision of 
counselors" undertaken in the United States, the results 
provide some empirical support for the belief that counselors, 
particularly school counselors (guidance officers in the Queensland 
setting), receive little supervision after graduating from their 
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counseling program ... Regrettably these results lend support to an 
American Association of Counseling and Development (AACD) Task 
Force's (1989) conclusion that 'proper supervision of school 
counselors is lacking at best, non-existent at worst (p. 20)' 
(Borders & Usher, 1992, p. 597). 
In a similar way, the present study will establish empirical evidence of 
perceptions and experiences of clinical supervision of guidance personnel 
employed by the Queensland Department of Education. 
While the study mentioned previously involved counsellors from a 
number of professions and work settings (Borders 86 Usher, 1992), the 
proposed study will comprehensively examine clinical supervision within 
one employing authority and one profession. No previous study of clinical 
supervision within the guidance service of the Queensland Department of 
Education has been undertaken. Also unlike previous studies, the 
present study is inclusive of supervisors (senior guidance officers) and 
supervisees (guidance officers). 
Although much has been written to guide the conduct of clinical 
supervision within one-on-one supervisory relationships (Bernard, 1979; 
Blocher, 1983; Borders 85 Leddick, 1987; Loganbifl, Hardy 85 Delworth, 
1982), particularly in training settings, less has been written on clinical 
supervision of practising professional counsellors within organisations. 
This research with its emphasis on clinical supervision of practising 
professional counsellors within a large organisation, specifically the 
Queensland Department of Education, has not been undertaken before. 
Thus this study aims to augment the body of knowledge on clinical 
supervision in general, and in Queensland in particular. 
The Current Study 
Rationale 
In the Queensland context, this research study is timely as 
guidance personnel within the Department of Education are currently 
grappling with the issue of supervision in an attempt to implement a 
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system of conduct. Accountability has increasingly become an issue 
facing all professional counsellors in all professional settings, particularly 
school counselors "because of the emphasis on accountability in the 
educational professions" (Schmidt, 1990, p. 86). Corresponding with this 
has been an increased emphasis on clinical supervision as a means of 
maintaining professional standards and accountable practice within the 
counselling profession, a situation which is true for the Department of 
Education (Department of Education, 1993a, 1993b). 
Other than specifying the need for clinical supervision in the 
position descriptions of senior guidance officers and guidance officers, the 
Department of Education has provided little to guide the implementation 
of clinical supervision. Paisley and Borders (1995) reflect on the 
importance of clinical supervision to school counsellors but speculate on 
the commitment of administrators to clinical supervision in the North 
American setting. It is timely to investigate these sentiments in the 
Queensland context, and examine the nature of clinical supervision 
operating within the Department of Education, and the effects of the 
supervisory context on the provision of cHnical supervision. The findings 
and recommendations of this study will be used to inform and guide the 
clinical supervision practices of guidance officers and senior guidance 
officers within the Education Queensland. 
Objectives 
The major research question underpinning the study is: "What are 
the perceptions and experiences of guidance officers and senior guidance 
officers in relation to clinical supervision?" Specifically, the study asks 
• how clinical supervision is conceptualised by school guidance 
personnel, 
• how clinical supervision is experienced by school guidance personnel, 
and 
• how school guidance personnel perceive that the supervisory context 
affects the conduct of clinical supervision. 
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In addition, the study seeks to evaluate the focus group interviews used 
in the second part of the study (see Chapters 4 and 5). In particular, the 
use of teleconference calls as a medium for conducting focus group 
research with people from remote locations will be evaluated. 
Outline of Thesis 
In chapter 1 the roles of guidance officers and senior guidance 
officers in the context of the Queensland Department of Education was 
explained. In addition the history and context of the present study was 
outlined. The objectives and rationale for the study were presented. 
Through an examination of the literature, chapter 2 will outline 
conceptualisations which inform the conduct of clinical supervision. In 
particular, the history of supervision will be outlined. This will include a 
brief description of some of the psychotherapeutic approaches including 
the more established psychoanalytic, person centred, and behavioural 
approaches, as well as an approach developed more recently, that of 
solution-focused supervision. The reasons for clinical supervision and 
issues related to definitions which have been proposed will also be 
discussed. In addition, chapter 2 will outline models which have been 
proposed to account for counsellor development. Finally, issues related to 
the selection and training of supervisors will be presented. 
Chapter 3 will continue the review of the literature on clinical 
supervision, and in this chapter the focus will be on the conduct of 
supervision. The supervisory relationship will be discussed first, followed 
by the implementation of clinical supervision. Implementation issues 
related to ethical considerations, the format of supendsion, and 
supervision techniques will be presented. Supervision formats including 
individual, group, and peer supervision will be presented, and techniques 
such as case discussion, and interpersonal process recall will be 
discussed. Creative approaches and future trends in supervision will also 
be outlined. Supervision in the context of organisations will be 
considered. The chapter will conclude with a review of the literature on 
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supervision in school contexts. In particular, findings of previous studies 
related to the supervision of school counsellors will be presented. 
Chapter 4 outlines the methodological issues considered in 
relation to the current study. In particular, consideration is given to 
previous studies in the area, and the way in which the present study is 
similar to and different from these studies. Issues in relation to the 
participants, sample size, measure, choice of methodology, geographic 
isolation, and the use of teleconference call technology in conducting 
focus group interviews will be presented. In addition, the combination of 
qualitative and quantitative methodologies, and the contribution of the 
present study to the field will be discussed. 
Chapter 5 outlines the methodology used in the present study. The 
study was conducted in three parts, specifically a survey questionnaire, 
focus group interviews, and a focus group interview evaluation. Subjects 
and research design will be discussed first. Second, the measure and 
procedure for each part of the study will be discussed separately. Third, 
ethical issues related to the conduct of the study will be discussed. 
The conduct of the pilot studies will also be presented. 
Chapter 6 presents the results of the survey questionnaire. First, 
characteristics about the supervisory context and the respondents will be 
presented. Following this conceptualisations of clinical supervision will 
be discussed. The conduct of clinical supervision will then be presented, 
including ethical considerations, the format of clinical supervision, and 
techniques of clinical supervision. Finally, the supervisory relationship 
will be discussed. Throughout the chapter, significant differences 
between senior guidance officers and supervised guidance officers, 
supervised guidance officers and unsupervised guidance officers, length 
of experience, males and females, primary and secondary supervised 
guidance officers will be presented where appropriate. 
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Chapters 7 and 8 will present the results of the analysis of the 
focus group interviews. The perceptions of guidance personnel in relation 
to conceptualisations about clinical supervision will be presented in 
chapter 7. This will include discussion of the participants' understanding 
and acceptance of clinical supervision and their reasons for engaging in 
clinical supervision. Findings on the selection of supervisors and 
supervision training will also be presented, as well as perceptions on 
developmental issues such as the training and induction of newly 
appointed guidance officers. 
Chapter 8 will present perceptions on the conduct of clinical 
supervision, including ethical considerations, format, and techniques. 
Issues related to the supervisory relationship will be presented. In 
addition, the influence of the supervisory context will be discussed. 
Chapter 9 will present the results of the focus group interview 
evaluation. This will be discussed in two parts. The first part, the formal 
evaluation includes discussion related to interview preparation and the 
conduct of the interview. The second part, the informal evaluation 
includes discussion related to the reduction of professional isolation, a 
learning experience, and a sense of hope. The perceptions of the 
researcher will also be included. 
Chapter 10 will discuss the research findings. The chapter will be 
divided into four parts. Part 1 will discuss the findings on 
conceptualisations of clinical supervision, and part 2 will present the 
findings on the conduct of clinical supervision. Part 3 will examine 
differences between the perceptions of supervised guidance officers and 
senior guidance officers, males and females, supervised and unsupervised 
guidance officers, primary and secondary supervised guidance officers, and 
length of experience. The chapter will conclude with Part 4 which contains 
a summary of the substantive, theoretical, and methodological findings 
including discussion of the evaluation of the use of teleconference calls for 
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the focus group interviews. In addition the limitations and 
recommendations of the study will be presented. 
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CHAPTER 2 
CLINICAL SUPERVISION: CONCEPTUALISATIONS 
As discussed in chapter 1, the present study is set in the context of 
a relatively new field of professional endeavour (Bernard & Goodyear, 
1992), that of cHnical supervision. Within the last few years, supervision 
has "emerged as a separate speciality within the counseling profession" 
(Dye 86 Borders, 1990, p. 27) rather than a "kind of 'add on' to the practice 
of counselling" (Orlans 86 Edwards, 1997, p. 409). Described by Riordan 
and Kern (1994) as a "maturing subdiscipline" (p. 259), clinical supervision 
has begun to receive more attention (Feltham 85 Dryden, 1994). The 
literature on clinical supervision reflects its comparatively recent 
emergence by presenting a diversity of definitions, approaches and 
conceptualisations, all of which represent attempts at dealing with the 
issues of a new professional field. This diversity is evident in Bernard and 
Goodyear's (1992) depiction of the clinical supervision field which 
illustrates the complexity and breadth of this new profession (see Figure 
2.1). In particular. Figure 2.1 illustrates the variety of approaches which 
has evolved from supervision's origin in the psychotherapies, as well as the 
range of conceptual models developed specifically for supervision. 
In reflecting on this diversity, Russell, Crimmings, and Lent (1984) 
suggest that the literature seems "uneven and lacking in methodology" (p. 
626) and cite this as a possible reason for a lack of training in supervision 
for counsellor trainees. Further they comment that 
an exploration of the supervision Literature leaves the impression of 
a diversity of studies that are not linked together in any systematic 
fashion. As a result, the literature presents itself as a rather 
confused, disjointed array of investigations lacking continuity and 
structure (Russell et al., 1984, p. 641). 
As such, McCarthy et al. (1988) claim that it is doubtful that "the literature 
is a good source of practical knowledge" about supervision (p. 23). Indeed, 
Bernard and Goodyear (1992) comment on the challenge they faced trying 
to pull together the various approaches to supervision. Their 
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conceptualisation (see Figure 2.1) is reflective of Russell et al.'s (1984) 
suggestion that 
a conceptual model or schema that can synthesize the existing 
literature into a more consistent, organized structure would make it 
easier to examine the literature from a critical perspective and to 
note both the strengths and weaknesses in the current body of 
knowledge (p. 641). 
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Figure 2.1. Bernard and Goodyear's depiction of the growth of the clinical 
supervision field and the interconnections among various 
conceptualisations (Bernard 85 Goodyear, 1992, p. 10). 
Heed has been taken of the previous comments in the structuring of 
the present literature review. The diversity found in the supervision 
literature can to some extent be explained by an examination of the history 
of supervision. Thus the history of supervision will be discussed frrst. 
Closely related to the early history of supervision are the psychotherapeutic 
approaches to supervision which will be discussed second. One of the most 
significant features of the more recent history of supervision has been the 
proliferation of developmental models. These wiU be presented after the 
psychotherapeutic approaches. In addition, reasons for supervision, 
definitions of supervision, and issues related to supervision training will be 
presented. For the purposes of this review, these topics will be discussed 
as conceptualisations of clinical supervision. 
27 
Much attention has also been devoted to the actual conduct or 
implementation of supervision. Conceptualisations about clinical 
supervision and its conduct are brought together in the supervisory 
relationship which is pivotal to the effectiveness of clinical supervision 
(Bradley, 1989; Fox, 1989; Hawkins 86 Shohet, 1991; Meams, 1991). It is 
also significant that much clinical supervision takes place within the 
context of an organisation (Akin 86 Weil, 1981; Dryden 86 Thorne, 1991; 
Loganbill, Hardy 85 Delworth, 1982). Thus the conduct of clinical 
supervision, including discussion on the supervisory relationship and the 
supervisory context, constitutes the second section of the present review, 
and will be discussed in chapter three. Throughout chapters two and three, 
reference wiU be made to the context in which clinical supervision takes 
place, that is the organisation, in particular the Queensland Department of 
Education and schools. 
History of Supervision 
As a relatively new field, supervision does not have a long history of 
training and research. Feltham and Dryden (1994) reflect that in the 
British setting, supervision "has always been understood as an ethical and 
professional necessity for practising counsellors", but that it "has not been 
researched, understood and presented on training courses as adequately 
as it might have been" (p. ix). Models of supervision traditionally "paralleled 
those of psychotherapy" (Bernard 86 Goodyear, 1982, p. 10), for example 
the psychoanal3^tic and person centred approaches (Feltham 86 Dryden, 
1994), as supervision was originally connected with the training of 
therapists (Leddick 85 Bernard, 1980). The main schools of thought to 
emerge by the mid-1960s were the dynamic, the facilitative, and the 
behavioural schools. The dynamic approach had its origins in 
psychoanalysis, and the facilitative approach was influenced by the work of 
Carl Rogers and is referred to as a phenomenological approach by Russell 
et al. (1984). These approaches reflect supervision's links with the 
psychotherapies while the behavioural approach indicates links with 
learning theory (Leddick 86 Bernard, 1980). 
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Holloway (1992) describes three phases in the history and 
development of supervision, the first of which was the use of methods of 
supervision which grew out of the psychoanalytic school of counselling. 
During this stage, supervision was conducted informally in small groups to 
"train, discuss and review each others' client work" (CarroU, 1996, p. 13). 
By the 1920s, supervision had become a formal requirement of training in 
psychoanalysis, and consisted of personal analysis conducted in the same 
way as the therapy. It was during this time that the educative value of 
supervision was realised, and debate arose about the distinction between 
therapy and supervision; a debate which has still not been resolved 
(Carroll, 1996). During the 1950s, counselling approaches other than 
psychoanalysis were developed, and supervision was modelled on the 
counselling process, for example person centred supervision. 
The second phase identified by Holloway (1992), also with its origins 
in the psychotherapies, was the development during the 1960s of 
observational methods which enabled counselling behaviours to be 
observed by supervisors. Such observations were then used in discussions 
with the counsellor. This was later followed by the identification of the 
skills of counselling which introduced a more instructional, competency-
based approach to counsellor training. The development of group 
supervision of counsellors in training is seen by HoUoway (1992) as the 
third phase in the development of supervisory practice. The emphases of 
clinical supervision during these early phases on training, skill 
development, dyadic supervision, intrapersonal and interpersonal 
development, and group supervision are still evident in today's clinical 
supervision literature and practice, and will be discussed later in this 
chapter and in chapter three. 
Bernard and Goodyear's (1992) framework (see Figure 2.1) clearly 
illustrates the development of supervision and the diversity of approaches 
to it. The psychotherapeutic approaches identified in their framework, for 
example gestalt, psychodynamic and systemic, developed out of the 
predominant therapeutic modalities as previously discussed. These 
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approaches to supervision generally parallel the approach used in therapy, 
even though there is no evidence that their appropriateness for therapy 
means they are appropriate for supervision (Bernard 85 Goodyear, 1992), 
and it has yet to be empirically demonstrated that therapy and supervision 
are identical activities (McCarthy et al., 1988). HoUoway (1992) claims that 
supervisors do not supervise in the way that they counsel and that the 
fundamental assumptions of the "counseling-bound" (p. 179) models have 
been challenged. In reflecting on the psychotherapeutic approaches, Hess 
(1986) notes that while they address important issues and are helpful in 
supervision, their original focus was neither on supervision nor supervisee 
needs, and that a theory of supervision is needed to address supervisee 
issues. Indeed, Hess (1986) suggests that "the absence of a theory of 
supervision which encompasses the essential aspects of supervision is a 
major gap in this field" (p. 53). The psychotherapeutic approaches to 
clinical supervision will be discussed in more detail later in this chapter. 
Possibly as a result of sentiments such as those expressed by Hess 
(1986), as the profession of supervision became more established, models 
related specifically to supervision were developed. Thus supervision moved 
away from its traditional dependence on counselling approaches, to 
approaches which were more educational, and which examined the roles of 
supervisors, approaches to supervision, and the learning needs and 
developmental stages of supervisees (Carroll, 1995). Bernard and Goodyear 
(1992) refer to these as conceptual models. Many of the conceptual models 
may be classified as developmental models (Blocher, 1983; Loganbill et al., 
1982; Stoltenberg 86 Delworth, 1987) as they deal with the stages through 
which counsellors pass and their corresponding supervision needs during 
those stages. The remaining models cannot however be grouped as neatly 
under a theme as the developmental models. They have been variously 
described as alternative models (Bernard 86 Goodyear, 1992) and social role 
models (HoUoway, 1992). Examples of these models include interpersonal 
process recall (Kagan, 1980) and the discrimination model (Bernard, 1979), 
both of which will be discussed in chapter three. Thus, in some ways 
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attempts at synthesising the literature have also added to a confusion and 
diversity. 
J u s t as the psychotherapy-based approaches bring different 
perspectives to clinical supervision, so too do the conceptual models. For 
example, the developmental models do not offer a specific approach to 
supervision as such, but rather are a way of conceptualising the 
developmental level of supervisees and their needs in relation to 
supervision process, whereas interpersonal process recall offers a specific 
approach, and the social role models identify roles supervisors take. 
Significantly, while the developmental models came to prominence in the 
1980s, few developmental models have been proposed since then 
(Holloway, 1992). These models wUl be discussed in more detail later in 
this chapter. 
Richardson and Bradley (1984) comment that "the role of counseling 
supervision is at last emerging as a factor of crucial importance to the 
counseling profession" (pp. 43-44), and reflect on its importance for all 
counsellors, not only those in training. Their thoughts represent a 
significant shift from the early days of clinical supervision where the 
emphasis of supervision was on those in counsellor training. Today 
supervision is recognised as important, and indeed essential, for not only 
those in training but for all counsellors. 
With the early emphasis of cUnical supervision on counsellors in 
training, a 'master-apprentice' image has been created of supervisors being 
more knowledgeable, experienced, and more in charge of the process of 
supervision than the trainee who assumes a more passive role. This is in 
contrast with Bordin (1983) and Inskipp and Proctor's (1993) descriptions 
of supervision as an "aUiance", a term which connotes more an image of 
shared responsibiUty, an area which wiU be discussed later in this chapter 
in the discussion on definitions. This contrast in no way implies that one 
conceptualisation is better than the other. Rather it is meant to illustrate 
how conceptualisations about supervision have changed, as there now is 
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evidence in the Uterature that counseUors have different supervisory needs 
at different stages of development during their careers (Loganbill et al., 
1982; Rabinowitz, Heppner, 85 Roehlke, 1986; Stoltenberg 86 Delworth, 
1987), and that both supervisor and supervisee have a role to play in the 
conduct of clinical supervision. In addition, flexibility on the part of the 
supervisor is essential. Thus supervisors can no longer presume to conduct 
supervision in the same way as they would conduct therapy. However, it is 
not possible to examine the history of clinical supervision without 
examining its origins in the psychotherapies. 
Theoretical Origins of Clinical Supervision 
The psychotherapeutic approaches not only originate in the 
therapies, but to some extent parallel their therapy origins, even though 
there is no evidence that approaches to psychotherapy apply to supervision 
(Bernard 86 Goodyear, 1992). The appHcability of psychotherapeutic 
approaches to supervision has been challenged, and agreement has been 
reached that supervision is a unique intervention of which therapy is only 
one part (Bernard 86 Goodyear, 1992; Bradley, 1989; HoUoway, 1995). 
Holloway (1995) suggests that the "counseling bound models" (p. 4) of 
supervision are being replaced by others which include knowledge from 
other discipUnes, such as developmental, educational, and social 
psychology. However, the "counseling bound models" played a valuable 
part in the development of the supervision profession and are still used 
today. In fact, much research has emanated out of these approaches, 
particularly the behavioural and client-centred approaches (Russell et al., 
1984). Therefore, a discussion on supervision would be incomplete without 
attention to these models. Three of the traditional psychotherapeutic 
approaches, psychoanalj^c, behavioural, and cUent-centred supervision 
will be briefly discussed here. In addition solution-focused supervision wiU 
be discussed, as this has been an area of growth in psychotherapy and 
supervision. In addition, it reflects how the psychotherapeutic approaches 
are still being translated into supervision practice. 
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Psychoanalytic Supervision 
Psychoanal3^c supervision was the first approach to counseUor 
supervision. An assumption of this approach is that supervisees learn 
about the process of psychoanalj^c therapy by experiencing a similar 
process in supervision. Boyd (1978) comments that it could be called the 
"'dynamic approach' because interpersonal and intrapersonal dynamics are 
at its focus" (p. 37). Interpersonal dynamics occur between the counseUor 
and the client, and the counsellor and the supervisor, and between the 
supervisor and the cUent who the supervisor has an ethical responsibUity 
to protect. Communication occurs through verbal and nonverbal 
behaviour. Intrapersonal dynamics consist of "covert behaviours and 
sensory processes such as feelings, thoughts and perceptions ... attitudes 
and beliefs" (Boyd, 1978, p. 39). Supervisors focus on helping supervisees 
"understand their inner (and repressed) conflicts" (Bernard 85 Goodyear, 
1992, p. 13), in a process similar to that experienced by a client in therapy. 
An important contribution of the psychoanal3^tic approach has been that of 
the concept of parallel process. This is the process whereby the conflict 
between client and counseUor is reenacted between counsellor and 
therapist. 
Person Centred Supervision 
Bernard and Goodyear (1992) comment that "it is clear from Roger's 
words that he did not stray too far from his counseling theory in his 
supervision" (p. 15). Thus supervisors using this approach have a trust in 
supervisees' capacity to grow and change jus t as a person centred therapist 
would in their client. Therefore "the supervisor listens, responds to the 
supervisee, and minimizes questioning" (Patterson, 1983, p. 24). There is a 
reluctance for both therapists and supervisors using this approach to give 
advice. Questioning would generaUy stem out of the supervisor's 
responsibUity to the cUent. A follow on from this would be a reluctance on 
the part of the supervisor to adopt all of the supervisory roles available to 
them. However, Patterson (1983) remarks that while the phUosophy and 
theory underpinning his approach are consistent, supervision is not 
counselling or therapy. In addition, goal setting for the supervisee is not a 
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feature of this approach, as the ultimate goal is self-actualisation. A lasting 
contribution of this psychotherapeutic approach has been its identification 
of the qualities of effective counselling relationships which also form the 
basis of effective supervisory relationships (discussed in chapter 3). 
Behavioural Supervision 
Behavioural supervision is the third of the original three schools of 
clinical supervision identified by Holloway (1992). Supervision using this 
approach is underpinned by four propositions (Bernard 86 Goodyear, 1992; 
Boyd, 1978). First, counsellor performance is "more a function of learned 
skills than a 'personality fit"' (Boyd, 1978, p. 89). CounseUors can be taught 
new skills, and inappropriate behaviour can be extinguished from their 
"professional actions" (p. 89). Second, counselling comprises identifiable 
tasks each requiring skills to be applied and refined. Third, "counselor 
skills can be behavioraUy defined, and these behaviors respond to the 
principles of psychological learning theory jus t as other behaviors" (Boyd, 
1978, p. 89). Finally, and a corollary to the previous points, "counselor 
supervision should employ the principles of psychological theory within its 
methodology^' (Boyd, 1978, p. 89). This form of supervision is goal directed, 
with the focus on the skills of the counsellor. 
The process of supervision is simUar to that employed in behavioural 
counselling with the first step being establishing a relationship. This is 
followed by skills analysis and assessment, and the setting of supervision 
goals. Following this, an implementation plan of strategies is devised so 
that the goals can be accomplished. The final two stages are the foUow up 
evaluation and then generalisation of learning. Modelling and 
reinforcement are two important tools used by supervisors in this form of 
supervision, as weU as role playing, simulation, microtraining, and self-
management techniques. To facilitate assessment, a number of counseUor 
competency checklists have been developed (Engels 86 Dameron, 1990). 
Bernard and Goodyear (1992) suggest that behavioural supervisors have 
been more specific and more systematic than supervisors of other 
orientations in their presentation of the goals and processes of supervision. 
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A significant difference between this and the person centred approach is 
that the supervisor takes on much more responsibUity for guiding the 
supervisee in the learning process. The concept of a learning process is 
also a deviation away from the person centred approach where supervision 
is seen as a growthful experience rather than a learning experience. 
Solution-focused Supervision 
The previous three approaches were linked to the early history of 
supervision and its relationship to the psychotherapies. The pattern of 
deriving approaches to supervision from counseUing has been maintained. 
A more recent example is that of solution-focused supervision, an approach 
derived from a growth area in counselling, that of solution-focused 
counselling. 
Wetchler (1990) presents a model of solution-focused supervision in 
four stages. The first stage involves the supervisee describing what they did 
well during therapy, and the second stage involves the supervisor 
describing what they thought the supervisee did weU. The third stage 
focuses on the resolution of problems, and the last stage has an education 
focus where future plans are made. 
While this model provides a good example of how the 
psychotherapeutic approaches can model the therapy, it also highUghts the 
difficulties that can arise if the supervisee is working from a different 
counselling perspective. An example of this is solution-focused 
supervision's lack of emphasis on the affective component of counselling. 
Thus a supervisee working from a Rogerian perspective, for example, may 
not find this form of supervision satisfying. Personal development and 
personal growth is an important component of clinical supervision, which 
may not be effectively attended to if this model is strictly adhered to. Its 
advantages, however, are in its positive and supportive approach, and the 
opportunity it provides for skiU development. This model is flexible, and 
can also be adapted for use with videotape supervision and live 
supervision. 
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Discussion of the Psychotherapeutic Approaches 
WhUe supervision had its origins in the psychotherapies, their 
usefulness for supervision stiU has not been empiricaUy estabUshed. 
Clearly however they inform the approaches taken by many supervisors, 
who through their own training and experience have developed particular 
approaches to counselling. In addition, they can inform the practice of 
supervisors who have received no training in supervision. A distinct 
advantage of the psychotherapeutic approaches is that they can model the 
approach to therapy, thereby enabling a congruence between therapy and 
supervision. Therefore supervisors can model counselUng interventions 
while conducting supervision. However, difficulties may occur when 
supervisor and supervisee favour different schools of thought. In fact, 
Patterson (1983) recognises this as a potential problem, and suggests that 
students desirous of becoming a therapist in another counselling approach 
should not join his client centred supervision program as it may not meet 
their needs. 
Stages of Counsellor Development 
A legacy of the psychotherapeutic approaches is the mistaken belief 
that supervision is little different from counselling. However, more recently 
literature and research has emerged which clearly establish supervision as 
discrete from counselUng. In particular, the concept of counseUor 
development has changed the way in which supervision is perceived. 
Interest in the concept of counseUor development came to 
prominence in the 1980s when several developmental models were 
proposed to account for it (e. g., Blocher, 1983; Hess, 1985; LoganbiU et al., 
1982). While there is agreement that counsellors pass through a number of 
stages as they progress through their training, there is no agreement on 
the number of stages, counsellors' development after training is not 
accounted for in some models, and stages of development through which 
supervisors pass are rarely considered. The focus of these models is on the 
description of counsellor development, and as such they provide little 
practical guidance for supervisors about interventions or approaches. 
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Indeed, so many developmental models have been proposed that Borders 
(1989) suggested a moratorium on new models in order that energy could 
be devoted to developing instructional approaches from existing ones. 
Interestingly, few further developmental models have been proposed, 
although some empirical testing of the existing models has been conducted 
(Bradley, 1989). However what is clear from the developmental models is 
that at different stages, supervisees will have different needs, and as a 
result, different expectations of their supervisors. The onus is on the 
supervisor to be flexible and responsive to the supervisees' changing needs, 
and thus the supervisory relationship evolves over time. 
Models of Counsellor Development 
The developmental models depict "counseling supervision as a 
process with sequential and quaUtatively distinct stages through which 
supervisors and trainees progress" (Littrell, Lee-Bordin, 86 Lorenz, 1979, p. 
134). Borders (1985) concurs, and also draws attention to the link between 
stages of development and the supervisory intervention when she 
"describes counselor growth as a series of sequential, hierarchical stages, 
each requiring different supervision interventions" (p. 9). Significantly, the 
developmental models do not provide advice on how to do supervision and 
can therefore be used with a variety of styles of supervision. Thus while 
supervisors can use the developmental models to conceptualise the needs 
of their supervisee, they will also need to select an appropriate intervention 
from the range of possible supervision practices. 
The first conceptuaUsation of a developmental model of supervision 
(Chagnon 86 RusseU, 1995) was that of Hogan (1964). Since then many 
other developmental models have been proposed, and it could reasonably 
be said that this has been a growth area in the supervision Uterature. 
Unlike the models derived from the counselling theories, the developmental 
models are conceptual rather than stylistic, and can be used in 
conjunction with other approaches to supervision. The focus in these 
approaches is on counsellor growth and the stages passed through. Little 
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attention has also been paid to supervisors' development or to the 
development of the supervisory relationship. Significantly many of the 
existing developmental models relate to counseUors in training and are less 
applicable for practising counsellors, thus refiecting Border's (1989) 
concern in her pragmatic agenda for developmental supervision research 
that more attention has been focused on those in training than on 
practising counsellors. Several developmental models wUl now be 
described, specifically those of Hogan (1964), LittreU et al. (1979), 
Stoltenberg (1981), Blocher (1983), LoganbiU et al. (1982), Hess (1986), 
Stoltenberg and Delworth (1987), Hawkins and Shohet (1991), and 
Skovholt and Ronnestad (1992). 
Hogan's developmental model. Hogan's (1954) model predates most 
of the literature on developmental supervision, and is described by Reising 
and Daniels (1983) as "the most comprehensive, yet succinct, theoretical 
model of the process of counselor development and supervision" (p. 236). In 
addition, this work, while significant in itself, has also been influential in 
the conceptualisation of other models, for example LittreU et al. (1979), 
Stoltenberg (1981), and Stoltenberg and Delworth (1987). Hogan proposed 
a model of four stages through which trainees pass. In the first stage 
trainees are insecure and dependent on their supervisor, whereas in the 
second stage the trainee vacillates between autonomy and dependence, 
sometimes feeling confident and sometimes not. By the third stage the 
trainee demonstrates confidence more consistently until in the fourth stage 
the trainee is a master practitioner who is aware and secure. Hogan's 
(1964) model also has implications for the roles the supervisor plays, with 
the role of teacher being more critical in the early stage, until by the fourth 
stage the supervisory relationship is more coUegial. In addition, Hogan 
(1964) recommends specific supervisory behaviours which are related to 
trainee developmental tasks (Reising 86 Daniels, 1983). Throughout each of 
the stages, support of the trainee is necessary. Stoltenberg and Delworth 
(1987) suggest that Hogan's model applies more for individual supervision, 
and that "the trainee moves from student to colleague and the supervisor 
moves from expert to colleague" (p. 20). 
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LittreU. Lee-Bordin, and Lorenz's developmental model. Although 
simUar to the model of Hogan (1964), LittreU et al.'s (1979) model integrated 
four existing models of training for counseUors. They identify four models of 
supervision, counseUing/therapeutic, teaching, consulting and self-
supervising, and incorporate them into a developmental framework. In this 
framework the trainee assumes increasing levels of responsibUity for their 
own learning as they progress through the four stages, and this is termed 
professionalising. Stage one is concerned with relationship building, goal 
setting, role expectations, supervision methods, evaluation, and 
contracting in Une with McCarthy et al.'s (1995) discussions of informed 
consent. None of the other developmental models attend to this as 
completely as LittreU et al. 
In stage two there is both a teaching and a counselling model. In the 
teaching model the supervisor functions as an instructor concentrating on 
skill development and case conceptuaUsation. In the counsellor model, the 
supervisor focuses on the interpersonal dynamics of the counsellor's 
thoughts, feelings, and actions. When the supervisee moves from stage two 
to stage three, the consulting model, the supervisory relationship becomes 
more cooperative, the trainee has more responsibiUty for setting their own 
goals, and evaluation is de-emphasised. Littrell et al. (1979) suggest that 
supervisors may deal with the issues of "power/authority, 
morale/cohesion, norms/standards, and goals/objectives" (p. 122). They 
also suggest that Blake and Mouton's (1978) interventions described as 
acceptance, catalytic, confrontation, prescription, and theories and 
principles may be of use when dealing with these issues. These also form 
the basis of interventions suggested by Loganbill et al. (1982). 
When this stage has been negotiated, the counseUor moves on to 
stage 4, self-supervising. They comment that "upon reaching this stage, the 
conceptualisation, implementation, control, and management of 
supervision are the counselor's responsibUity as a professional" (Littrell et 
al., 1979, p. 134), which is consistent with their idea that the counsellor 
becomes "the principal designer of his or her learning" (p. 134). One of the 
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strengths of this developmental framework is its emphasis on the roles of 
the supervisor because it highUghts the breadth of the role and the need 
for the supervisor to be flexible depending on the needs and stage of 
development of the counsellor. 
Stoltenberg's counselor complexity model. Stoltenberg (1981) 
proposes four levels of counseUor development which range from beginning 
counsellors in training to independent practitioners. In this model "the 
trainee is viewed not jus t as a counselor lacking specific skiUs but as an 
individual who is embarking on a course of development that will 
culminate in the emergence of a counselor identity" (p. 59). Stoltenberg 
presents a model which illustrates both the levels of counsellor 
development and the supervisory environments that will facilitate a 
trainee's progress from one level to another. As with other models (e. g., 
Hogan, 1954; LittreU et al., 1979; LoganbiU et al., 1982), the first level of 
development is characterised by insecurity and dependency and the need 
for a structured supervisory relationship in which much instruction is 
given. Trainees in the second level have a greater awareness about and 
insight into counselling, and struggle with dependency-autonomy issues as 
in the model of Loganbill et al. (1982). As with level one trainees, support is 
important, but they do not require as much structure in the supervisory 
relationship. Level three counsellors are more confident and more skilled, 
and the supervisory relationship is more coUaborative. By level four the 
counsellor is seen as an independent practitioner or "master counselor" 
(Stoltenberg, 1981, p. 63) for whom a coUegial style of supervision is 
appropriate. 
There has been some "support and preliminary vaUdation" (McNeill, 
Stoltenberg 86 Pierce, 1985, p. 632) of the stages of counseUor development 
proposed by Stoltenberg (1981). McNeUl et al. (1985) found that trainee 
counsellors progressed through a developmental sequence from a 
dependent to a more autonomous role. In particular they claim that 
"qualitative changes in conceptual development, as well as the quantitative 
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changes in level of experience are taking place" (McNeiU et al., 1985, p. 
532). In another study, Miars et al. (1983) found that 
practicing supervisors may make more gross developmental 
distinctions among trainees and matching supervision environments 
(cf Hogan, 1964) than hypothesized by Stoltenberg. Clearly 
supervisors did not view supervision as a uniform process across the 
identified trainee levels in the present study (p. 410). 
Interestingly they found that supervisors who worked from a 
psychoanalytic or psychodynamic perspective varied the supervision 
process significantly more than supervisors who worked from humanistic 
or other perspectives such as cognitive-behavioural. 
Some of Stoltenberg's comments are interesting from an historical 
perspective. For example, for level four counsellors Stoltenberg (1981) 
suggests that "supervision now becomes coUegial if continued" (p. 60), and 
notes that the counsellor will have enough "insight to know when 
professional and personal consultation is necessary" (p. 63). This statement 
clearly reflects the issue previously discussed of supervision being 
primarily connected with training, and how far the profession of 
supervision has come since then. While it is commendable that level four 
counsellors will seek supervision as required, regular supervision is no 
longer an option for practising counsellors, but rather a professional 
requirement. It is also interesting that Stoltenberg (1981) comments that 
"such an individual would be best utiUsed as a supervisor for less 
advanced counsellors or as a participant in coUegial supervision with other 
advanced counselors" (p. 63). This also reflects an issue to be discussed 
later in this chapter, that of supervisors having no or minimal training in 
supervision, and again illustrates a difference with current thinking where 
there is emphasis on the need for supervisors to be trained. 
Cognitive developmental approach. Blocher's (1983) cognitive 
developmental approach to counselUng supervision is focused specifically 
on counsellors in training as clearly demonstrated by his definition of 
supervision which refers to supervision as a "specialized instructional 
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process" where the supervisor "attempts to faciUtate the growth of a 
counselor-in-preparation" (p. 27). Because he sees supervision as an 
instructional process, he draws on the psychology of learning and 
behaviour change. He describes a developmental learning environment 
which he conceptuaUses "in terms of seven basic dynamics involving the 
interaction of learner and environment" (Blocher, 1983, p. 31). These 
d3niamics are challenge, involvement, support, structure, feedback, 
innovation, and integration. The model is based on the premise that there 
is an optimal level of interaction which wUl contribute to cognitive and 
professional growth, and the challenge for the supervisor is to fine-tune the 
learning environment to meet the individual needs of the supervisee. 
A conceptual model. In much the same way as Blocher (1983), 
Loganbill et al. (1982) also use a "master - apprentice" approach to define 
supervision. However their approach is significantly different from other 
developmental approaches (e. g., Hess, 1986) in that their three stages are 
cyclic rather than linear in nature, and counsellors can pass through 
stages more than once, each time dealing with issues in greater depth. The 
assumption underljdng their model is that "counselor development is 
continuous and ongoing throughout one's professional lifespan" (Loganbill 
et al., 1982, p. 17). In its cyclic nature, their model addresses some of the 
criticisms directed at the developmental models that progress is solely a 
forward moving process, and that counseUor development continues after 
training. 
The three stages identified by LoganbUl et al. (1982) are stagnation, 
confusion, and integration. Stagnation is characterised by a lack of 
awareness where the supervisee is "frozen' in old patterns of thought and 
behavior" (p. 18). During this stage supervisees do not experience any 
emotional drain as they are not working through emotional issues, and 
consequently this stage can be regenerative. This stage can be contrasted 
with the stage of confusion where there is a great emotional drain on 
supervisees as they experience instability, disruption, and confusion. They 
may feel Uke a failure or incompetent as their "old patterns of thought and 
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behaviour" (p. 18) have become unstuck and are no longer adequate. WhUe 
much emotional energy is spent during this stage, it is a very growthful 
stage. Integration is the stage when a new order of things has emerged and 
the supervisee has a new conceptual understanding, feels more purposeful 
and has a sense of direction that was missing during the stage of 
confusion. Significantly the cycUc nature of this model can be applied to 
counsellor development after training and the supervisory relationship 
itself 
The model also identifies eight issues with which counsellors deal 
throughout their development. They are the issues of competence, 
emotional awareness, autonomy, identity, respect for individual differences, 
purpose and direction, personal motivation, and professional ethics. Thus 
the model provides guidelines for the focus of supervision as supervisors 
can identify issues or stages in the assessment of their supervisees. As 
previously stated, this model has appUcation for counsellors other than 
those in training for one of its underlying assumptions is that counsellors 
can pass through each stage several times during their careers, 
presumably each successive time at a deeper level. In addition, the issues 
identified by this model can also recur. 
Two other aspects of Loganbill et al.'s model warrant discussion, 
specifically intervention strategies and the supervisory context. In 
particular, they suggest that supervisors may use faciUtative, confrontive, 
conceptual, prescriptive, or catalytic interventions. These intervention 
strategies provide guidelines for determining the supervision responses 
depending on the stage at which the supervisee is operating. For example, 
a conceptual intervention may promote the transition from confusion to 
integration. 
Loganbill et al. (1982) also acknowledge the "total supervisory 
context" (p. 16) which consists of the supervisor, the supervisee, the 
relationship between them, the supervisee's relationship with the client, 
and the environment in which supervision occurs. They suggest that while 
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the supervisory environment is often overlooked, "supervision does not 
occur in a vacuum" (p. 17), and the supervisory environment must be 
considered. For example, a clinical supervisor may also be the line 
manager of a supervisee. Thus some supervisors fmd themselves in the 
difficult position of supervising in bureaucracies where they have loyalty to 
both the organisation and the supervisee. Further they may have to 
assume both an administrative/managerial supervision role as well as a 
clinical supervision role. 
Hess's stages of supervisee and supervisor development. Unlike 
other theorists, Hess (1985) identifies stages of supervisor development as 
well as stages of counsellor development. This is a significant deviation 
away from other models which focus more on the counsellor than the 
supervisor. Hess's model identifies four stages of counseUor development; 
inception, skill development, consolidation and mutuality. These stages 
have much in common with other models of counsellor development 
(Blocher, 1983; LittreU et al., 1979; LoganbiU et al., 1982). Therefore the 
emphasis in this discussion will be on the stages of supervisor 
development proposed by Hess. 
The frrst stage of supervisor development, the beginning stage, is 
characterised by a lack of confidence, knowledge and skiUs, and advice 
giving. In addition, the supervisor transacts supervision Uke therapy and is 
locked into their own needs. Hess (1985) notes that beginning supervisors 
experience a role change from "being supervised to supervising" (p. 59), 
and that this may be accompanied by a lack of knowledge about 
structuring supervision and techniques of supervision. As a result 
beginning supervisors wiU draw on their therapeutic experience and 
previous supervisory experience, issues discussed later in this review. The 
second stage, exploration, is characterised by increased confidence, 
increased flexibility, and increased focus on supervisee's needs. The third 
stage, confirmation of the supervisor's identity, is characterised by ongoing 
evaluation including self-evaluation, a focus on the super\'isee's agenda, 
and the use of process. 
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WhUe these stages and thefr characteristics are not dissimUar to 
those experienced by counseUors in their development and as such are not 
surprising, drawing attention to them as Hess (1985) has done raises 
awareness of possible issues which can occur in supervision. In particular, 
a range of supervision issues may arise as a result of the supervisee and 
supervisor being at different stages in their development, for example an 
experienced supervisee working with a beginning supervisor, or a situation 
where both supervisor and supervisee are in the early stages of their 
career. Hess' s model also raises questions about the relationship between 
supervision training and the stages of supervisor development, and the 
possible effects of training on the stages of development. However, as with 
many other areas of the clinical supervision literature, the literature on 
supervision training and supervisor development is scant, with Bernard 
and Goodyear (1992) commenting that "we are only now developing models 
of supervisor development and that these lack empirical vaUdation" (p. 24). 
Integrated developmental model. Stoltenberg and Delworth (1987) 
draw on the work of Hogan (1954), Stoltenberg, (1981) and Loganbill et al. 
(1982) in presenting a four stage model. In a similar way to Loganbill et al. 
(1982), they identify eight domains which are important to development, 
specifically intervention skiUs competence, assessment techniques, 
interpersonal assessment, client conceptualisation, individual differences, 
theoretical orientation, treatment goals and plans, and professional ethics. 
Parallels can be seen between the "issues" of LoganbUl et al.'s (1982) model 
and the "domains" of Stoltenberg and Delworth (1987). In their model, 
Stoltenberg and Delworth (1987) assess trainees across each of the eight 
domains on each of three structures. They provide a counsellor 
development profile where information gathered from assessment "can be 
integrated into a profUe of a given trainee" (p. 127). 
Stoltenberg and Delworth (1987), as previously mentioned, identify 
three overriding structures, self- and other-awareness, motivation, and 
autonomy. By monitoring changes in the structures, progress through each 
of the domains can be assessed. For example, level one trainees will be very 
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much focused on themselves and their needs, exhibit a high motivation to 
learn and want to know the correct way to counsel, and be dependent on 
the supervisor across aU domains. Level two trainees wiU have gained more 
skUls and have a greater awareness of their impact on the client, and may 
begin to over-identify with the client. However they may also become aware 
that their skUls are not adequate for aU cUents and their motivation may be 
affected. The supervisor of a level two trainee may also be encouraging 
them to be more autonomous and less dependent. Thus level two can be an 
emotionally turbulent time, as in the stage of confusion in Loganbill et al.'s 
(1982) model. Level three trainees have integrated many of the counselling 
concepts, and can move between their own and their client's emotional and 
cognitive responses. Their motivation is more consistent in this stage, and 
they are able to function autonomously. Interestingly both Loganbill et al. 
(1982) and Stoltenberg and Delworth (1987) Uken this stage to the 'calm 
after the storm'. 
Significantly, Stoltenberg and Delworth (1987) take into account 
individual differences in trainees by describing development as "organismic 
and linear, with progress occurring in an uneven, amoeboid fashion" (p. 
48). In their model, stage four is referred to as "level three integrated", and 
counsellors at this stage could be regarded as "master therapists" (p. 158). 
Significantly they acknowledge that it will take counsellors several years of 
experience to reach this level after training is completed. They suggest that 
clinical work or working as a supervisor may facUitate development from 
level three to level three integrated. Their fourth stage is based on the level 
four of Hogan (1964) and Stoltenberg (1981). Interestingly they 
acknowledge that this stage has not been empirically tested, but claim that 
"its existence is proven by the presence among u s of those who have 
become more than Level 3 and who represent something of excellence in 
the field of counseUng and psychotherapy" (Stoltenberg 86 Delworth, 1987, 
p. 102). Such an unsubstantiated claim is further evidence of the need for 
much more research in the area of counselling supervision. 
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Unlike Hess (1986) who identifies different levels of development for 
supervisors and supervisees, Stoltenberg and Delworth (1987) apply their 
developmental model to supervisors and propose "levels of supervisor 
development largely analgous to our levels of supervisee development" (p. 
153). Level one super^sors tend to be anxious or naive, and may play an 
expert role with trainees. As with level one counseUors, they are highly 
motivated, yet dependent on their own supervisor. They have a tendency to 
provide moderately high levels of structure in supervision. Level two 
supervisors resemble level two counsellors in terms of confusion and 
conflict. Their motivation fluctuates, and by focusing too heavily on the 
supervisee, level two supervisors may lose their objectivity. Fortunately, 
Stoltenberg and Delworth (1987) claim that this stage is usually brief They 
also claim that most supervisors reach level three where they function 
autonomously, and "may seek consultation or regular supervision if 
circumstances warrant" (p. 157). It is interesting to reflect on this comment 
in the context of time, where regular supervision of supervisors is now 
much less of an option and more of a professional requirement. 
Possibly one of the most significant aspects of Stoltenberg and 
Delworth's (1987) model is their discussion of the matching of supervisors 
and supervisees according to developmental level which highlights many 
potential issues for the supervisory relationship. For example, they 
comment that level one supervisors working with level two trainees is 
"always a bad match" (p. 155), and that a level two supervisor is a "poor 
match for any supervisee but does best with a beginning Level 1 trainee" 
(p. 157). They also stress the amount of support and supervision a level 
two supervisor needs to facilitate their development. Level three 
supervisors can supervise trainees at any level, but may have developed 
particular levels of expertise. Interestingly, they comment that "the Level 3 
supervisor probably represents the majority of those practicing 
supervision" (p. 158). Given the lack of training of supervisors (discussed in 
this chapter), it is curious how "the majority of supervisors" develop to this 
level. It is even more curious how supervisors reach the stage of level three 
integrated, described as the "supervisors' supervisor" (p. 158). Stoltenberg 
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and Delworth (1987) claim that "the heart of much learning for the 
supervisor remains, of course, the supervisory process with his or her own 
individual supervisor" (p. 162). WhUe they mention training for supervisors 
and suggest that it contain a conceptual/didactic component and an 
experiential component, and that the format and content of training be 
related to supervisor level, they provide Uttle detail. They acknowledge that 
research is needed on instruments to measure supervisor development and 
training and supervisory environments. 
Combined developmental model. Hawkins and Shohet (1991) 
present what they describe as "a combined developmental model of four 
stages" (p. 106), which represents an integration of developmental 
approaches from North American writers including LoganbUl et al. (1982) 
and Stoltenberg and Delworth (1987). They propose the levels of novice, 
apprentice, journeyman, and master craftsman, each of which have 
similarities with the models previously discussed. As with models 
previously discussed, this model also refers to development during 
counseUor training. 
Novices have little experience in counselUng, and therefore have 
Uttle on which to evaluate their performance. While generaUy highly 
motivated, novices also tend to feel insecure and anxious about their 
counselling, and to be dependent on their supervisor. Thus it is important 
that a supportive and structured supervisory environment is provided for 
them. Apprentices have acquired new skiUs and have also realised the 
effort involved in becoming a counsellor. They have learned through 
experience that their skills are sometimes effective and sometimes not. 
Therefore they fluctuate between feeling confident and over\^^hekned about 
becoming a counseUor. As a result their relationship with the supervisor 
varies; sometimes they depend on the supervisor, and sometimes they 
operate autonomously. Thus the nature of supervision required by 
apprentices wUl differ from that expected of novices. For example, 
apprentices will continue to require support through their mood 
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fluctuations, yet they wUl require less structure and instruction than 
novices. 
The third level of development in this model is that of journeyman. 
By this stage, trainees are more self-confident, have acquired more skiUs, 
and are able to be flexible with their approach to cUents. Journeymen are 
able to be more insightful about their work, and able to view the client in 
the context of his /her life. They are also aware of the process and content 
of their counselling relationship with clients. The final stage of counsellor 
development is that of master craftsman, where the counsellor is an 
autonomous practitioner. They are insightful, and aware of their own 
personal and professional issues. During this stage, counsellors will focus 
on integrating and consoUdating what they have learned, rather than 
acquiring new knowledge. Hawkins and Shohet (1991) suggest that by this 
stage, counsellors have also become supervisors of others, a process which 
aids in the integration of their knowledge. 
These authors suggest that the stages of their model can be 
characterised by the questions and concerns they address: 
Level I 
Level II 
Level III 
Level IV 
- self-centred 
- client-centred 
- process-centred 
- process-in-
context- c entr e d 
'Can I make it in this work?' 
'Can I help this client make 
it?' 
"How are we relating 
together?' 
'How do processes 
interpenetrate?' (p. 108). 
This provides a useful point of comparison with the models previously 
discussed. In particular it summarises the central issues related to the 
stages of learning to be a counseUor no matter what the model. However, in 
a similar way to other models (e. g., Stoltenberg 85 Delworth, 1987), this 
model does not adequately address the development of counseUors beyond 
their initial training. 
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Stages and themes in therapist and counseUor development. More 
recently, the issue of the development of counseUors throughout their 
career Ufe span has been addressed by Skovholt and Ronnestad (1992). 
Unlike many of the other developmental models, this model is research 
based. In particular, it is founded on qualitative research conducted with 
100 participants. Skovholt and Ronnestad (1992) claim that while 
counsellor development within training programs has been extensively 
studied, powerful sources continue to influence counsellor development 
long after their training is complete. They suggest that the "practitioner's 
own ongoing internalized developmental process" (p. 123) may be a central 
feature distinguishing development from stagnation. 
In this model, counsellor development is represented by eight 
stages, beginning prior to counsellor training with lay helpers and 
concluding with senior professionals near retirement. Four stages address 
development pretraining and during training, and are termed the 
conventional, transition to professional training, imitation of experts, and 
conditional autonomy stages. Four stages address development after 
training as a counseUor, and are termed the exploration, integration, 
individuation, and integrity stages. Each stage is described according to 
eight categories. The categories are definition and time period of the stage, 
central task, predominant affect, predominant sources of influence, role 
and working style, conceptual ideas, learning process, and measures of 
effectiveness and satisfaction. 
However, the authors themselves describe the model as 
"conceptually and structurally flexible and porous" (p. 13), suggesting that 
as it is applied to individuals it will differ on dimensions such as "age, 
experience level, gender, race, work setting, cognitive style, theoretical 
training, and family of origin" (p. 13). In addition, the authors identify 
twenty themes which they group under the categories of primary 
characteristic themes, process descriptor themes, source of influence 
themes, and secondary characteristic themes. The themes suggest that 
counsellors move from a "reliance on external authority to reliance on 
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internal authority" (p. 123) through the influence of many sources 
throughout the career life span of counseUors. Thus, whUe this model is 
also linear in nature, it addresses criticisms that stage models have not 
taken into account counseUor development after training. 
Comments on the Developmental Models 
While the developmental models provide a useful means of tracking 
a counsellor's progress, they are also open to criticism. In particular they 
presume that all counseUor development will foUow the same linear 
progression (Reising 86 Daniels, 1983), and do not aUow for times where 
development plateaus or regresses. This denies the uniqueness of the 
progress of the supervisee, the supervisor, and the supervisory 
relationship, and can be a danger in supervision (Hawkins 86 Shohet, 
1991). It must also be remembered that supervisors are also passing 
through stages of development (Hess, 1987; Stoltenberg 86 Delworth, 1987), 
thus creating a unique and complex supervisory relationship. Another 
criticism is that many of the models (Hess, 1985; Hogan, 1964; Littrell et 
al., 1979; Stoltenberg, 1981; Stoltenberg 86 Delworth, 1987) do not 
adequately account for counsellor development after the final stage has 
been reached, and that many of them relate to counsellors in training. 
Presumably, unless "stagnation" (LoganbUl et al., 1982) is occurring, 
development is ongoing throughout a counsellor's career and is not 
accounted for under many of these models (e.g., Hawkins 86 Shohet, 1991; 
Hess, 1986; Stoltenberg 86 Delworth, 1987). Exceptions include the model 
of Skovholt and Ronnestad (1992) whose model accounts for the 
development of a counsellor and therapists throughout their career life 
span, and the cyclic model of Loganbill et al. (1982). 
Although these models are not prescriptive in terms of the detail of 
supervisory interventions, they provide some guidelines as to the needs of 
the supervisee and in broad terms, the nature of intervention possible 
(Littrell et al., 1979; LoganbiU et al., 1982). While there is some agreement 
(Hawkins 86 Shohet, 1991; LittreU et al., 1979; Usher 86 Borders, 1993) that 
supervisees at different stages of development have different super\dsory 
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needs, it is important that supervision is not driven by the developmental 
models, but rather by the uniqueness of the supervisee and their needs 
(Reising 86 Daniels, 1983). The onus is on the supervisor to know which 
supervisory role to assume, and which "level of response is the most 
appropriate to move the supervisee forward at any given time" (Moore, 
1991, p. 141). Thus the developmental models draw attention to the 
complexity of the supervisory role, and in doing so, draw attention to the 
need for supervisors to be trained in supervision. 
Reasons for Supervision 
As evidenced by the developmental models, supervision has had a 
long standing association with counseUor training. However, its value to 
the profession of counselUng has been recognised, and it has become a 
requirement that "supervision should be ongoing throughout a counselor's 
career and should not stop when a particular level of education, 
certification, or membership in a professional organization is attained" 
(ACES Supervision Interest Group, 1995, p. 271). Thus, for many years it 
has been included in the codes of ethics of several professional 
organisations which represent counsellors including the American 
Counseling Association (American Counseling Association, 1988, 1995), 
the British Association for CounseUing (British Association for Counselling, 
1988), and the Queensland Guidance and CounseUing Association Inc. 
(Queensland Guidance and CounseUing Association Inc., 1994). 
Supervision is related to client care, accountable practice, counseUor 
development, and counsellor support and burnout, all of which will be 
discussed here as reasons for supervision. 
Client Care 
As discussed previously, clinical supervision had its beginnings in 
counseUor training, and a heavy emphasis on the supervision of 
counsellors in training stUl remains in the Uterature. An outcome of 
supervision's connections with training was the emphasis placed on the 
welfare of clients working with trainee counsellors. Consequently the link 
between training, supervision, and client care is evident in some early goals 
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of supervision. This goal is iUustrated by LittreU et al. (1979) who claim that 
"the goal of supervision is to train counselors who can effectively help 
clients" (p. 119). As reflected in LittreU et al.'s comments, cUent care 
underpins the conduct of clinical supervision as its most fundamental 
purpose. The relationship between supervision and cUent care has not 
diminished as evidenced in the foUowing comment: "Clinical supervision 
includes the supportive and educative activities of the supervisor designed 
to improve the application of counseling theory and technique directly to 
clients" (ACES Supervision Interest Group, 1995, p. 270). 
"Safeguarding clients from potential abuse by counseUors" is 
regarded by Feltham and Dryden (1994) as the "rather sober ethical 
dimension" (p. x) of supervision. They also claim that "supervision is 
dedicated to helping cUents by helping their counseUors" (p. x). Client 
welfare is also reflected in three basic goals of supervision identified by 
Vargus (1977), specifically 
• ensuring that agencies provide adequate service, 
• helping workers function to the fuUest of their capacity, and 
• assisting workers in the attainment of professional independence. 
The goal of adequate service is related to client care, and is made more 
explicit by several authors who stress the importance of it being monitored 
by supervisors (Bernard 86 Goodyear, 1992; Blocher, 1983; Loganbill et al., 
1982). 
Accountability 
Client care is fundamental to accountable practice, and perceived 
lack of care is a possible source of Utigation. Thus the goal of counsellors 
effectively helping clients has not been chaUenged. However, as supervision 
has moved away from a focus on those in training settings toward the 
whole profession, including those in training, effectively helping cUents 
(Littrell et al., 1979) is now couched more in terms of quality of service to 
clients (Dryden, 1993; Proctor, 1994) or accountability (Boystown, 1993; 
Bradley, 1989; Department of Education, 1993a, 1993b, 1995). 
Increasingly, closer links are being forged between accountable practice 
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and funding for the provision of counselling services. As early as 1978, 
Boyd remarked that 
to say that the helping professions, and particularly guidance and 
counseUng, are presently in an 'age of accountabiUty' would be an 
understatement. . . AccountabiUty is being demanded by the pubUc 
that funds these enterprises ... The consequence of not being able to 
satisfy public expectations could be disastrous for the helping 
professions. Counseling and guidance is most vulnerable because 
this field has always been forced to fight for government dollars at 
all levels and lack of demonstrated effectiveness could reduce or 
redirect funding, thus changing the support structure of the 
profession (p. 16). 
Thus, as the words of Boyd iUustrate, in some cases the continuation of 
counseUing services is predicated on accountable practice. 
Counsellor Development 
As well as "accountable counseling and guidance services and 
programs", Bradley (1989) echoes the supervision goals proposed by 
Vargus (1977) in citing "facilitation of the counselor's personal and 
professional development" and "promotion of counselor competencies" (p. 
8) as purposes of supervision. In addition, Feltham and Dryden (1994) note 
that supervision "aims to promote effective counselling by assisting 
counsellors in their professional development" (p. x). These comments 
illustrate the breadth of the role that supervision has to play in attending 
to counsellors' personal, professional, and competency development. Each 
of these aspects of counsellor development wUl be examined. 
Personal development. Wrenn (1962, cited in Boyd, 1978) provides a 
rationale for the personal development aspect of supervision by stating that 
"the counselor as a person is the most important single factor in 
counseling. He needs to understand himself psychologically in order to be 
effective in helping others" (p. 10). This self-understanding is faciUtated to a 
great degree by some of the psychotherapeutic approaches, for example the 
psychoanalytic and person centred approaches. However it is important to 
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note that facUitating self-understanding and personal growth does not 
mean that supervisors counsel supervisees. In fact, ethical guidelines for 
counselUng supervisors specificaUy state that "supervisors should not 
establish a psychotherapeutic relationship as a substitute for supervision" 
(ACES Supervision Interest Group, 1995, p. 273), otherwise there could be 
a duality of relationship (discussed in Chapter 3). Thus personal issues 
should only be addressed if they are interfering with the counseUor's work 
with clients. The counsellor function of the supervisor may be used to draw 
personal issues to the awareness of the supervisee, but supervisees have a 
right to choose to seek counselling if they so desire (Bernard 85 Goodyear, 
1992). Personal development is critical for counseUors so that they can 
maintain appropriate boundaries between themselves and the cUent, and 
can be aware of their own issues intruding into the counselling process. 
The concepts of transference and countertransference, and the parallel 
process from the psychoanalytic approach, can be useful tools in exploring 
personal development in supervision. 
Professional development. Boyd (1978) comments that "accepting 
the name and image of the profession" and "commitment to and clear 
perception of the professional role and function" (p. 12) are important 
aspects of professional development. He goes on to say that "establishing 
this operational base is one of the most important and difficult functions of 
the newly employed counselor" (p. 12). 
Despite this, novice school counsellors are frequently given little 
support as they try to adapt to their new role which is significantly different 
from that of teacher (Matthes, 1992). In addition, they are expected to 
operate in the same way as experienced school counsellors, frequently in 
isolation from their peers. Matthes (1992) suggests that this form of 
induction could be described as "sink or swim" (p. 248), and that more 
emphasis needs to be given to the professional development of novice 
school counseUors during their induction phase. 
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Significantly induction into the profession was a strength of the 
model of guidance officer training prior to the 1993 restructuring of the 
Queensland Department of Education. The training program gave 
participants time during their year of training to make a transition from the 
role of teacher to the role of guidance officer, and to conceptuaUse the new 
professional role into which they were entering. However, since the 1993 
restructuring, the transition from teacher to guidance officer has become 
more difficult because current trainees receive much less supervised 
practicum and continue working in the role of teachers during their 
training. In addition, many of those training under the present system 
work in isolation from other trainees or guidance personnel. Thus the 
present method of inducting new guidance officers closely resembles the 
undesirable "sink or swim" approach described by Matthes (1992, p. 248). 
Kaslow (1977) comments that "supervision is geared to increasing 
the supervisee's awareness of his or her role as a practitioner" (p. 306). In 
light of the comments of Boyd (1978), Kaslow (1977), and Matthes (1992), it 
is pleasing to note that that the position description for guidance officers 
specifies that newly appointed guidance officers receive one day of 
regionally organised supervision per fortnight (Department of Education, 
1993a), time which may be critical in terms of their professional 
development as they come to "recognise and appreciate the significance of 
the profession for individuals, groups, institutions, and society as a whole" 
(Boyd, 1978, p. 12). However, it is of concern that they are the only 
guidance personnel for whom an amount of clinical supervision time is 
specified. 
Competency development. Possibly because of supervision's links 
with training, counsellor supervisors working outside of training settings 
have been reluctant to adopt competency development as a responsibUity 
(Boyd, 1978). Boyd (1978) believes that supervisors must accept 
responsibiUty for the competency development of supervisees. However he 
also suggests that because of a lack of training in supervision methodology, 
many supervisors lack confidence in their ability to develop the 
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competencies of supervisees and the practices they can use to faciUtate 
this. 
In addition, Boyd (1978) suggests that formal recognition such as 
achieving a graduate degree or state certification has implications of a 
competency ceiling. Therefore competency development has been little 
adopted by supervisors outside of formal training programs. A competency 
ceiling is also reflected in criticisms of some of the developmental models 
which clearly depict an end-point in counseUor development, for example 
the model of Hess (1985). However the model of LoganbiU et al. (1982) 
takes into account the ongoing nature of counseUor development and 
iUustrates the perspective needed by both supervisors and supervisees "if 
competency is to be perceived as something to be upgraded throughout 
one's professional career" (Boyd, 1978, p. 13). 
Indeed, a lack of supervision after training has been associated with 
a decrease in the skill levels of counsellors (Meyer, 1978). Further, Wiley 
and Ray (1986) suggest that counsellor development is related to 
supervised rather than unsupervised counseUing experience. Thus clinical 
supervision is a means of addressing the issue of declining skills after 
training, and ensuring that counsellors perform to the level of their 
pottential (Vargus, 1977) by providing ongoing professional development. 
To facilitate competency development. Borders and Leddick (1987) suggest 
assessment of the supervisee's skiUs in introductory supervision sessions. 
To this end, Engels and Dameron (1990) provide a range of counselling 
competency checklists which may be used in clinical supervision. 
Significantly, prior to the advent of the developmental models, Boyd 
(1978) proposed a continuum of counseUor competencies which takes into 
account training and posttraining counsellor development to include what 
he terms "master practitioners" (p. 15) who after several years of experience 
perform at a very high level. However he clearly acknowledges that even for 
these "master practitioners" (p. 15) the process of competency development 
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never stops. WhUe not acknowledged as such, Boyd's (1978) continuum 
could be seen as a forerunner to the developmental models. 
Counsellor Support and Burnout 
The previous reasons for supervision reflect supervision's origins in 
training settings where the value of supervision for cUent care and 
counseUor development is much emphasised. However, as supervision has 
become more inclusive of aU counseUors, the value of supervision as a form 
of support for counsellors has also been acknowledged (ACES Supervision 
Interest Group, 1995; Inskipp 86 Proctor, 1993; Proctor, 1994). In 
particular, there is some evidence of a link between supportive supervision 
and stress relief (Abdel-HaUm, 1982; Davis, Savicki, Cooley, 86 Ffrth, 1989; 
Savicki & Cooley, 1987). Burnout refers "to a progressive loss of idealism, 
energy, and purpose experienced by people in the helping professions as a 
result of the conditions of their work" (Edelwich 86 Brodsky, 1980, p. 14). 
Thus burnout may be seen as a response to prolonged work situations 
such as understaffing and large case loads (Stoltenberg 86 Delworth, 1987). 
However there are many other contributing factors to burnout in the 
helping professions, including uncertainty brought about by changes in the 
organisational structure, the emotional intensity of the work, lack of 
understanding of the work by other employees including administrators, 
lack of professional support, the nature of the client group, and the work 
setting itself (Chinnery et al., 1995; Savicki 86 Cooley, 1987; Wade, Cooley, 
86 Savicki, 1985). Chinnery et al. (1995) found that organisational factors 
such as management attitudes, organisational change, paperwork, and 
insufficient debriefing had the greatest potential to contribute to work 
related stress. Management attitudes related to top down style 
management, excessive workload and insufficient resources, and 
"organisational demands that override cUent needs" (Chinnery et al., 1995, 
p. 71). 
Chemiss (1980) regards elements of the "organisational design" of a 
workplace such as "the structure of roles and duties" and "the pattern of 
58 
decision-making and authority" (pp. 22-23) as potential stressors. Edelwich 
and Brodsky (1980) cite as an example of a stressor caused by 
organisational design, the powerlessness associated with frequently being 
located at the lower end of the organisational hierarchy. Such low level 
positions are often accompanied by a lack of training and a lack of 
professional support. These identified stressors are generaUy controUed by 
planners and administrators. Savicki and Cooley (1982) claim that burnout 
involves physical, cognitive, emotional, personal, and behavioural 
symptoms, while Edelwich and Brodsky (1980) claim that burnout occurs 
in four stages; enthusiasm, stagnation, frustration, and apathy. There is no 
set time line for passing through these stages, nor are the transitions 
between stages clearly defined. 
Savicki and Cooley (1982) suggest that there is a relationship 
between supervisory behaviour and burnout in the helping professions, 
and Davis et al. (1989) suggest that the importance of this relationship 
cannot be overestimated. Chemiss (1980) claims that "the stress that 
occurs in human service settings can be mitigated by supportive 
supervision and interaction with coworkers. Supervisors and coworkers 
can help staff cope by providing emotional support, technical help, 
feedback on performance, and organisational power" (p. 23). A study by 
Chinnery et al. (1995) found that peer support, whether caUed debriefing, 
support of coUeagues, or regular group meetings, was important in stress 
reduction. Indeed in a recent study, school counsellors cited burnout as a 
reason for needing supervision (Roberts 86 Borders, 1994). However, further 
research is needed in the area of clinical supervision and burnout among 
counsellors. 
Definitions of Supervision 
As evidenced by the previous discussion on history, theoretical 
approaches, counsellor development, and the reasons for supervision, 
many different conceptuaUsations of cUnical supervision are possible. Thus 
many and varied definitions have been proposed to account for clinical 
supervision. Raymond (1995) suggests that the meaning of supervision has 
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been evolving for the last fifty years from its origins as an "educational 
process for developing knowledge and skiUs in clinicians" (p. ix). He 
observes that more recently definitions have broadened to include not only 
the educational aspects of supervision, but also administrative and 
supportive functions. As early as 1978, Boyd observed that even though 
the term 'counseUor supervision' was commonly used and accepted, it did 
not have a standard definition. Indeed, he began his text with what he 
termed "the establishment of an operational definition" (Boyd, 1978, p. 7). 
WhUe there is still no agreement in the Uterature on a definition of 
supervision, there would seem to be agreement in the literature that an 
"operational definition" is needed as evidenced by the number of authors 
who have proposed their own definitions (Bernard 86 Goodyear, 1992; 
Blocher, 1983; British Association for Counselling, 1988; Kaslow, 1977; 
Loganbill et al., 1982; Remley et al., 1987). A number of aspects related to 
these definitions wiU now be discussed. These include the diversity of 
definitions, links between supervision and training, a focus on skill 
development, participant responsibUity in supervision, definitions with a 
one-to-one focus, client care, ethical practice and accountabiUty, 
supervision for all counsellors, systematic supervision, and broad 
definitions. 
Diversity of Definitions 
Proctor (1994) comments that the diversity of definitions in itself is 
problematic as there is a need for professional agreement to be reached 
about the meaning of the term supervision. Hess (1980) commented on 
"the somewhat abstract, amorphous, and undefined nature of supervision 
as it has existed" (p. 525) which RusseU et al. (1984) note "has caused 
confusion concerning the purpose of supervision, its distinctiveness from 
other similar activities (e. g. consultation), the role and function of 
participants in the process, and the appropriate tasks and methods to be 
employed" (p. 673). However, to some extent, the diversity of definitions 
also reflects supervision's history and development as a relatively new 
profession. 
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In reflecting on this diversity, Bernard and Goodyear (1992) note 
that supervisors are less likely than therapists to be able to articulate their 
conceptual assumptions. Given that clinical supervision frequently occurs 
within the context of an organisation (Holloway, 1992; Loganbill et al., 
1982), as is the case with the present study, difficulties can be brought 
about by counsellors holding diverse conceptual assumptions. For 
example. Proctor (1994) suggests that without agreement between 
supervisees and supervisors, it is difficult for professionals to articulate to 
organisational management the "purpose and boundaries of counselling 
supervision, and its appropriate relationship to managerial supervision" (p. 
310). In organisations where managers are not counseUors, the capacity to 
clearly articulate cUnical supervision needs becomes very pertinent. 
The difference between administrative or managerial supervision 
and clinical supervision is clearly spelled out in the Ethical Guidelines for 
Counseling Supervisors of the Association for Counselor Education and 
Supervision. Specifically 
administrative supervision refers to those supervisory activities that 
increase the efficiency of the delivery of counseling services, whereas 
clinical supervision includes the supportive and educative activities 
of the supervisor designed to improve the application of counseling 
theory and techniques dfrectly to clients (ACES Supervision Interest 
Group, 1995, p. 270). 
This distinction is also made by the British Association for Counselling 
(1988) whose ethical guidelines clearly specify that line management is not 
clinical supervision. 
The lack of an agreed definition has impUcations for organisations 
such as the Queensland Department of Education, in that diversity could 
be interpreted by administrators as a lack of unity or lack of knowledge on 
the part of guidance personnel. Similarly the question is raised about the 
Department of Education's understanding of the term cUnical supervision 
as included in the position descriptions (Department of Education, 1993a, 
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1993b, 1995), and how this matches up with the understanding of 
guidance personnel. 
Links Between Supervision and Training 
As mentioned earUer, cUnical supervision has traditionaUy been a 
significant feature of counseUor training, especiaUy in the United States of 
America and this is reflected in some of the definitions (Bernard 86 
Goodyear, 1992; Blocher, 1983). Proctor (1994) suggests that it would be 
useful to be able to distinguish between supervision for practising 
counsellors and supervision for those in training. However, because of the 
need for cUnical supervision throughout a counseUor's career, it seems that 
definitions should be inclusive of the entire counselling population. While 
much supervision research has been conducted on counsellors in training, 
less has been conducted on the training of supervisors (Bernard, 1979) or 
the supervision of practising counsellors. Definitions which have an 
orientation towards those in training can be misleading to the counseUing 
population at large because of the perception they create that supervision 
is only for those in training or at the beginning of thefr careers. 
Focus on Competence and Skill Development 
Also possibly reflecting clinical supervision's links with counseUor 
training, some definitions have a heavy focus on competence and skUl 
development. For example, Kaslow (1977) commented that "supervision is 
geared to increasing the supervisee's awareness of his or her role as a 
practitioner as weU as his or her skill, competence and confidence" (p. 306). 
A later definition by Richardson and Bradley (1984) had a similar focus. 
They applauded the emergence of counseUing supervision and its 
importance to the profession "as a means of assisting counselor trainees to 
acquire competencies at the pre-service level, and as a means of assisting 
counselors to maintain and further develop thefr skUls" (p. 43-44). 
The emphasis on skills and competence is also reflected in the 
following definitions of clinical supervision as "an intensive, interpersonally 
focused, one-to-one relationship in which one person is designated to 
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facUitate the development of therapeutic competence in the other person" 
(LoganbiU et al., 1982, ), and a means of "overseeing the work of others for 
the purpose of improving performance and strengthening professional 
development" (Henderson 86 Lampe, 1992, p. 151). 
Given the Ethical Guidelines for CounseUng Supervisors of the 
Association for Counselor Education and Supervision (cited in ACES 
Supervision Interest Group, 1995) where cUent welfare, professional 
development and ethical practice are mentioned in relation to supervision, 
it would seem that definitions with an emphasis on skiUs are too narrow. 
Skill development may in fact be a low priority in supervision depending on 
the stage of development of the supervisee or the experience of the 
supervisee. 
WhUe it is acknowledged that skiU development and professional 
competence are essential for client welfare, it would seem that definitions 
of supervision need a broad perspective to encompass issues such as 
personal development, ethics, client welfare, and counseUor support, all of 
which are commonly accepted outcomes of clinical supervision. The 
possible breadth of a definition is illustrated by Boyd (1978) who comments 
that "counselor supervision has been defined as the function of overseeing 
the counselor's work for the purpose of facUitating personal and 
professional development, improving competencies, and promoting 
accountabiUty in services and programs" (p. 27). 
Participant Responsibility in Supervision 
However, Boyd's definition also draws attention to an aspect of some 
definitions which is of concern in terms of the nature of the supervisory 
relationship they depict. As evidenced in Boyd's (1978) defmition, some 
definitions focus almost exclusively on the role of the supervisor, to the 
exclusion of the role of the supervisee or the supervisory relationship. 
A possible explanation for this is that supervision is a broadly used 
term, and even within the counselling profession, most counsellors receive 
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both administrative and clinical supervision, a distinction made clear 
previously. Feltham and Dryden (1994) comment that "unfortunately the 
term 'supervision' stiU carries connotations of managerial oversight, 
control, mistrust and coercion of a worker by an employer", a significantly 
different situation from the "professional, consultative, supportive aid for 
counseUors" which clinical supervision is (p. x). 
A second possible explanation of the perceived emphasis of some 
definitions on the supervisor being more powerful, more experienced, more 
influential or more in control of the supervisory relationship than the 
counseUor is clinical supervision's links with counseUor training. This is 
reflected in Bartletts (1983) definition of "counseling supervision of 
individual counseling ... as an experienced counselor helping a beginning 
student or less experienced therapist learn counseling by various means" 
(p. 9), and Bernard and Goodyear's (1992) definition of supervision as "an 
intervention that is provided by a senior member of a profession to a junior 
member or members of that same profession" (p. 4). 
Kagan (1983), in criticising some approaches to supervision, asks 
"why do none of the approaches include opportunities for the counselor to 
take the lead in self-criticism, self-analysis ... (with the supervisor serving 
as facilitator rather than as authority)?" (p. 71). While this criticism is 
directed at supervision approaches, it can equally be appUed to some 
definitions of supervision where the supervisor is depicted as someone with 
more experience who is more in charge of the process. Such definitions give 
the impression of supervision as a top-down process. However during 
supervision, counsellors invite feedback, and in doing so expose personal 
and professional fraUty. This poses a difficulty in the supervisory 
relationship because of the vulnerable position of counseUors in 
supervision who are evaluated, and risk rejection or faUure (Kagan, 1983). 
Since Kagan's (1983) comments, a code of ethics for counseUing 
supervisors has been developed (ACES Supervision Interest Group, 1995). 
Definitions depicting clinical supervision as an interactive process where 
both or all participants have rights and responsibilities, and where 
64 
supervisory relationships are taUored to meet supervisees' needs at aU 
stages of thefr careers could apply to a range of supervision contexts. 
Definitions with a One-to-one Focus 
Yet another aspect of some definitions of supervision is thefr focus 
on one-to-one supervision. In this regard, Sansbury (1982) criticises the 
definition used by Loganbill et al. (1982) saying that it is too narrowly 
focused on one-to-one supervision and is therefore exclusive of other 
approaches. Kagan (1983) is also critical of a focus in supervision on one-
to-one supervisory relationships, and suggests that different supervisee 
needs may be met by different procedures. For example, group supervision 
is a widely used supervision practice. Contrasting with the definition of 
Loganbill et al. (1982), and in line with the comments of Sansbury (1982) 
and Kagan (1983), Inskipp and Proctor (1993) make mention of a 
counsellor or counsellors in thefr definition. 
Client Care 
As previously discussed, it is undisputed in the Uterature that the 
primary reason for supervision is client care (ACES Supervision Interest 
Group, 1995; Bernard 86 Goodyear, 1992; Inskipp 86 Proctor, 1993). While 
one of the issues previously raised about the definitions was their 
emphasis on skills, it must be acknowledged that they are fundamental to 
client care. Therefore, the importance of client care is also reflected in 
many of the definitions. Significantly, Egan's (1985) model of system design 
places the needs of cUents firmly in the centre of the system, and this was 
central to supervisory practice within the Department of Education prior to 
its restructuring (McCowan, 1989). In fact, the mission for classified 
guidance officers (senior guidance officers since the restructuring) was 
specificaUy "to ensure the pro\dsion of quality guidance and counselUng 
programs to client/cUent groups" (McCowan, 1989, p. 13). 
Ethical Practice and AccountabiUty 
More recently, supervision has been closely connected with ethical 
practice or accountability (Boystown, 1993; Inskipp 86 Proctor, 1993). For 
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example, the current position descriptions for guidance officers and senior 
guidance officers (Department of Education, 1993a, 1993b, 1995) do not 
specifically mention the cUent group, rather the emphasis is on 
accountabiUty and quaUty of guidance service (Department of Education, 
1993b). This represents a significant shift from thefr earUer focus on the 
client, and raises questions about whose purposes are intended to be 
served by supervision, the Department's or the cUent's, or both. Proctor 
(1994) claims that "supervision is the profession's chosen assurance of 
quaUty control" (p. 309), and a means of ensuring that cUents receive 
quality service. In clarifying the place of supervision in relation to quaUty 
control and cUent care, Dryden (1993) explains that 
... to ensure that . . . 'professional'... tasks are carried out with skill 
and integrity, to safeguard the quaUty of the bond between 
counsellor and client and to check that counseUing has a productive 
direction, all counsellors are required to undergo regular supervision 
(p. 308). 
Supervision for All Counsellors 
As evidenced in Dryden's comments, another trend that is clear is 
the move toward supervision for all counsellors, not just those in training. 
For example, Richardson and Bradley (1984) specifically mention 
counsellor trainees and counseUors, and distinguish between acquiring 
competencies, and maintaining and developing skUls. Significantly 
professional associations representing counseUors, for example the 
American Counseling Association (1995), the Queensland Guidance and 
Counselling Association Inc. (1994) and the British Association for 
Counselling (1988), recognise the importance of supervision by including it 
in their code of ethics. 
However despite the recognition of the need for cUnical supervision 
for all counsellors, whether practising or in training, definitions are stiU 
being developed with reference only to counseUors in training, for example 
that adopted by Bernard and Goodyear (1992). Such defmitions also create 
the impression that supervisors are more knowledgeable, experienced, and 
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more in charge of the process of supervision than the supervisee who 
assumes a more passive role. This is in contrast with the notion of 
supervision as an "aUiance" (Bordin 1983, Inskipp 85 Proctor, 1993), a term 
which connotes more an image of shared responsibiUty. 
The emphasis found in the Uterature on cUnical supervision for 
trainee or beginning counseUors is also reflected in the position description 
for guidance officers where an amount of supervision time is prescribed 
only for those in the first year of thefr careers (Department of Education, 
1995). Again the Department of Education's commitment to supervision 
can be questioned as it specifies supervision for all guidance officers, yet 
prescribes an amount of supervision time only for some guidance officers. 
Systematic Supervision 
It is also clear that supervision is a systematic practice. In defming 
clinical supervision "as regular, ongoing supervision of counseling by 
another trained and experienced professional" (p. 53), Remley et al. (1987) 
focus on the need for clinical supervision to be systematic rather than a 
haphazard, chance or solely needs based occurrence. Wiley and Ray (1986) 
note that counsellor development occurs with supervised rather than 
unsupervised practice. Supervision is also linked to a reduction in burnout 
in counseUors, and thus regular supervision would aid in this regard. In 
the guidance officer position description, systematic supervision is 
suggested by specifying an amount of supervision time for beginning 
guidance officers (Department of Education, 1995), yet no similar provision 
of time is recommended for their supervisors, the senior guidance officers 
or thefr colleagues, other guidance officers with more experience. 
Broad Definitions 
UnUke many of the definitions previously discussed, Bradley (1989) 
notes the breadth of the three part definition developed for the American 
Association for Counselor Education and Supervision by the ACES 
Committee on Counselor Effectiveness. Specifically it provides guidelines 
on supervisor qualifications, the purposes of supervision, and an 
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explanation of supervision. Accordingly, counselor supervision was defined 
as 
(1) being performed by experienced, successful counselors 
(supervisors) who have been prepared in the methodology of 
supervision; 
(2) faciUtating the counselor's personal and professional 
development, promoting counselor competencies and promoting 
accountable counseling and guidance services and programs; 
and 
(3) providing the purposeful function of overseeing the work of 
counselor trainees or practicing counselors (supervisees) through 
a set of supervisory activities which include consultation, 
counseling training and instruction, and evaluation (Bradley, 
1989, p. 4). 
The breadth of this definition highlights a criticism that can be levelled at 
many of the definitions previously discussed, that is a lack of breadth 
which results in the exclusion of significant concepts. However, this 
definition, still places emphasis on the tasks of the supervisor, and Uttle 
emphasis on the nature of the relationship or the role of the supervisee. 
Thus it seems that broader definitions are more likely to be inclusive 
of the range of conceptualisations, reasons and procedures that comprise 
clinical supervision. However, it must also be acknowledged that some of 
the more narrow definitions have been proposed specificaUy for supervision 
in training settings. 
The definition proposed by Inskipp and Proctor (1993) addresses 
many of the issues previously raised. They define supervision as 
a working aUiance between a supervisor and a counseUor (or 
counseUors) in which the counseUor can offer an account or 
recording of her work, reflect on it, receive feedback and where 
appropriate guidance. The object of the alUance is to enable the 
counsellor to gain in ethical competence, confidence and creativity 
so as to give her best possible service to clients (p. 313). 
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In proposing thefr definition, Inskipp and Proctor suggest that the 
supervisor and supervisee share responsibUity for professional 
development and ethical competence, as weU as the personal weU-being of 
the supervisee. They suggest that unless personal weU-being is 
maintained, counseUors cannot expect to be confident, competent, and 
creative. In their conceptuaUsation of the supervisory relationship, they 
perceive the supervisor in the role of facUitator more than expert, and the 
counsellor in the role of "explorer" or "self-managed-leamer" (Proctor, 1994, 
p. 314). 
Specifically these broad definitions address many of the aspects 
previously discussed by taking into account: 
involvement in supervision of all counsellors; 
a variety of supervision practices; 
a range of roles for the supervisor; 
the role of the supervisee; 
ethical practice; 
concern about the quality of service to the cUent; 
counsellor support; 
the supervisory relationship; and 
personal, professional and competency development. 
While Inskipp and Proctor's (1993) definition does not mention the 
qualifications of the supervisor, it at least uses the term supervisor rather 
than the terms experienced counsellor or "senior member of a profession" 
(Bernard 86 Goodyear, 1992, p. 4) as are used in some other definitions. 
In the Queensland context, supervision is defined by the 
Queensland Counsellors Association Inc. (1997) as 
an interactive process whereby an experienced and quaUfied 
practitioner (the supervisor) in the counseUing profession, facilitates 
and promotes the professional development of another practitioner 
(the supervisee) in the same profession. The exploration and review 
of the cUnical practice of counseUing is central to the supervisory 
process. 
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They also cite the purpose of supervision as "protecting the pubUc whUe 
enhancing the supervisee's competence." WhUe this definition has some of 
the short-comings discussed previously, it does represent an attempt at 
providing a comprehensive definition for the Association's members. In 
addition, the Queensland CounseUors Association Inc. emphasises 
counsellor support by including as an aim of supervision the "provision of a 
support network." Significantly, the Queensland Department of Education 
and the Queensland Guidance and CounseUing Association Inc., the 
professional association representing guidance officers, have not defined 
supervision nor provided any guidelines for its conduct. 
Thus it would seem that a commonly agreed upon definition or 
conceptualisation of clinical supervision within a profession is desirable as 
a conceptual base from which to work. This is evidenced by Boyd's (1978) 
overview of supervisor training, and also in a training model proposed by 
Bradley and Whiting (1989) where the ffrst module "conceptualising the 
supervisory function" (p. 455) focuses on topics such as definitions, ethics 
and, reasons for supervision. There is also evidence of the need for an 
agreed conceptualisation of supervision between supervisor and supervisee 
(McCarthy et al., 1995) to ensure that supervision meets the needs of both. 
However it also seems that careful thought needs to be given to the 
development of a definition in relation to the points discussed above. In 
particular, supervisors and supervisees could be advised to consider these 
points in developing thefr own conceptuaUsations of clinical supervision. 
Training and Selection of Supervisors 
The previous discussion has traced the development of supervision 
away from its origins in the psychotherapies to its emergence as a 
professional practice distinctly different from counseUing. During this time, 
supervision's relationship to counseUing has been more clearly defined, 
and the responsibilities of supervisors more clearly deUneated and 
distinguished from those of counsellors. Thus the responsibUities of 
supervisors are now regarded as 
a. monitoring cUent welfare 
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b. encouraging compUance with relevant legal, ethical and 
professional standards for clinical practice 
c. monitoring cUnical performance and professional development of 
supervisees 
d. evaluating and certifying current performance and potential of 
supervisees for academic, screening, selection, placement, 
employment and credentiaUng purposes (ACES Supervision 
Interest Group, 1995, p. 272). 
It is clear from the supervisor responsibiUties Usted that 
"supervision is at the heart of both the development and maintenance of an 
accountable, competent practice. The aim of supervision is improvement of 
the quality and effectiveness of service delivery" (Boystown, 1993). Thus 
through clinical supervision, supervisors have a pivotal role to play in 
ensuring a quaUty service for cUents, ongoing professional development of 
counseUors, and ensuring accountable practice. It is essential therefore 
that supervisors clearly understand the reasons for cUnical supervision 
and the breadth of the resulting responsibiUties. As a result, it has become 
increasingly essential for supervisors to be trained in clinical supervision. 
Indeed, it is becoming a requirement of the ethical standards of many of 
the professional associations representing counseUors that supervisors be 
trained in supervision (e. g., British Association for Counselling, 1988). 
The career move from counsellor to supervisor necessitates a 
cognitive shift or "learning to think like a supervisor" (Borders, 1994, p. 3). 
She suggests that the role transition from counseUor to supervisor requires 
quite deliberate intervention. Such intervention would enable supervisors 
to clarify that to be effective "they must think of thefr counselors as 
learners and of themselves as educators who create appropriate learning 
environments" (p. 5). Thus it is apparent that this cognitive shift can be 
faciUtated by supervision training. 
In addition to the cognitive shift from counseUor to supervisor, 
considerable expectations are placed on supervisors as evidenced in the 
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responsibiUties Usted previously. Over the last decade, supervision has 
emerged as a distinct field for which speciaUsed training is a necessity 
(Borders et al., 1991; Dye 86 Borders, 1990, p. 32). Indeed, it is contended 
that supervision is a profession in its own right "with a unique body of 
knowledge and skUls" (Borders et al., 1991, p. 58). However, it appears that 
there is a gap between the rhetoric and practice of cUnical supervision as 
evidenced by the selection and training of cUnical supervisors. This gap is 
apparent in the foUowing discussion on selection and training. Selection 
will be discussed first followed by training. 
Selection of Supervisors 
While it is contended that "clinical supervision ... is of pivotal 
significance to the profession" (Borders 86 Leddick, 1988, p. 271), and many 
models of supervision have been proposed, very little is written about how 
supervision is learned (Akin 86 WeU, 1981). For many supervisors, the task 
of supervision comes with a promotion (Kaslow, 1977), as is the case with 
senior guidance officers in the Queensland Department of Education. Thus 
the process of becoming a clinical supervisor is often as simple as 
"Shazam!!! You're a clinical supervisor" (Riordan 86 Kern, 1994, p. 259). 
However, Clarkson and Gilbert (1991) claim that promotion to training and 
supervision positions "should not necessarUy be seen as a career 
progression" (p. 143). Further, Akin and WeU (1981) question the wisdom 
"of creating a supervisor by assigning a title" (p. 476) even though it 
appears to be the method most frequently used to become a supervisor. 
As early as 1977 Kaslow commented on the rarity of training in 
supervision being a prerequisite of appointment to the position of 
supervisor, whUe Ryan (1978, cited fri Bartlett, 1983) identified a "lack of 
systematic recruitment, selection and development of counselor 
supervisors as a problem" (p. 10). Little has changed in this regard, for as 
recently as 1994 Feltham and Dryden (1994) speculated that "many 
practising counsellor supervisors learned thefr skiUs 'on the job' rather 
than in formal training" (p. 119). Akin and WeU (1981) describe seven 
processes by which a competent social worker becomes an effective 
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supervisor, and question whether any of them alone or in combination is 
appropriate for supervisory development. The processes are role adoption, 
emulation or modeling, reframing current skUls, acquisition of new skiUs, 
formal education as part of role preparation, exhortation or prescription, 
selection. Clearly aU of these processes would be better faciUtated by 
systematic training in supervision, rather than left to a trial and error 
approach. 
Hart (1982) suggests that the beUef that a competent worker wUl be 
a competent supervisor has been a block to supervision as a field of study. 
Further, Bernard 86 Goodyear (1992) comment that the development of 
supervisor training has been hindered because so many supervisors have 
no formal training, already do the job of supervision and are therefore not 
convinced of the need for formal training. A follow on from this is that 
because supervision has traditionaUy occurred this way, it is harder to 
convince emplojdng organisations of the need for supervision training for 
its supervisors. 
Bradley (1989) claims that supervision is critical to accountable 
helping services and can be a pivotal factor influencing the future 
development of the helping service professions. Despite this perceived 
importance of supervision, Blocher (1983) observes that "generally 
supervision is something done rather casuaUy with a 'seat of pants ' 
approach" (p. 27) sentiments supported by Akin and WeU (1981). This 
situation is in stark contrast to Clarkson and GUbert's (1991) notion that 
"supervisors need to be consciously competent - aware of why and what 
they are doing and able to convey it clearly and effectively" (p. 143). The 
complexity of the supervisor role as described by McCarthy et al. (1988) 
supports this claim. 
Training of Supervisors 
Olmstead and Christensen (1973, cited fri Akfri 86 WeU, 1981) 
comment that "there appears to be a pressing need for supervisory 
training. The function of supervision is too critical to leave to trial and error 
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learning. Systematic instruction in the fundamentals of supervision 
warrants a high place on the Ust of training requfrements" (p. 475). These 
sentiments are echoed by other authors (Borders et al., 1991; Bradley, 
1989; Henderson 86 Lampe, 1992; Kaslow, 1977; Roberts 86 Borders, 1994), 
with Stoltenberg and Delworth (1987) asking "in what other professional 
area would we allow trainees or professionals to practice without training" 
(p. 150). Borders and Leddick (1988) describe as a paradox, the situation 
where few counseUor education programs offer training in supervision and 
few supervisors have been trained to supervise, despite standards for 
providing supervision being specified in the North American setting. 
Borders et al. (1991) note that not only do few counseUor education 
programs offer supervisor training, but that there are also limited avenues 
and scarce in-service opportunities for receiving supervisor training. In 
particular they note the difficulties faced by those with limited access to 
training opportunities, for example those in rural areas. These comments 
are particularly pertinent in the Queensland context, a geographically large 
state with universities concentrated in the south-east comer of the state. 
Little, if any, supervision training is offered in counsellor or guidance 
training courses at any of these universities. 
McCarthy et al. (1988) take the issue of training further by 
suggesting that there is "no terminal skiU level in supervision" (p. 27) and 
that continuing education opportunities for supervisors might be helpful, 
whUe Borders et al. (1991) ponder on the ethical issue raised by some 
authors (Cormier 86 Bernard, 1982; Newman, 1981; Upchurch, 1985, cited 
in Borders et al., 1991) that supervisors without training are practising 
outside thefr area of competence. This notion warrants serious 
consideration by organisations such as the Queensland Department of 
Education who base 'accountable practice' on supervision conducted by 
largely untrained or minimally trained supervisors. Bernard and Goodyear 
(1992) note that whUe supervision has elements in common with other 
interventions, for example teaching, consultation and counselUng, it is a 
unique intervention which necessitates practitioners having training. 
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Feltham and Dryden (1994) describe the two part process for the 
'recognition of supervisors' adopted by the British Association for 
CounselUng. The ffrst part includes a written appUcation, presentation of 
the supervisor's work using either transcript, audio or video tape, and a 
written "description of thefr aims and methods, including an account of 
their philosophical and psychological understanding of supervision" 
(Feltham 86 Dryden, 1994, p. 147). AppUcants whose written appUcation 
meets the criteria are invited to a "recognition day" where they are expected 
to "take part in live assessment of thefr supervision" (Feltham 86 Dryden, 
1994, p. 147). Applicants who are successful at this stage are recognised as 
supervisors for a period of ten years after which time they renew their 
application. This represents a significant difference from the process of 
'becoming a supervisor' in the Queensland Department of Education, 
where many new supervisors have not had training in supervision, nor is it 
required by the Department. 
In the North American setting, the Ethical Guidelines for CounseUng 
Supervisors of the Association for Counselor Education and Supervision 
(ACES) not only include supervision in thefr code of ethics, but also specify 
that "supervisors should have had training in supervision prior to initiating 
their role as supervisors" (cited fri ACES Supervision Interest Group, 1995, 
p. 272). This accords with the findings of the first national study of post-
degree supervision of counseUors (Borders 86 Usher, 1992) where "almost 
every respondent indicated a desire for supervision", and most agreed that 
the type of supervisor they wanted was "a credentialed counselor who had 
additional training in supervision" (p. 597). Supervisor competencies have 
been identified (Borders 86 Leddick, 1987) to guide the credentiaUing of 
supervisors. However, whUe this is a commendable goal, the limited 
number of counseUor education programs offering training in supervision 
(Borders 86 Leddick, 1988) raises doubts about whether it is achievable, 
and the implications if it is not. 
Several writers suggest that supervisors "must draw on the 
literature" (McCarthy et al., 1988, p. 27) or supervise in the way that they 
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have been supervised (Bernard 86 Goodyear, 1992; Clarkson 86 GUbert, 
1991; Proctor, 1994; Riordan 86 Kern, 1994; RusseU et al., 1984). Kaslow 
(1977) commented that the "'how to' formula was narrowly based on the 
supervisor's own experiences as a supervisee" (p. 305). This leads to what 
Riordan and Kern (1994) describe as the "isomorphic nature of 
supervision" (p. 260) whereby supervisors repUcate thefr own experience of 
supervision. However, it also begs the question on what do supervisors 
base their work if they have previously not experienced supervision or have 
experienced supervision only during thefr training years. Thus, it is most 
often the case, that in the absence of training, supervisors draw on what 
they know as a "reference point" for beginning thefr role as supervisors, 
that is either thefr previous supervision experience or the "therapeutic 
frame of reference" from which they counsel (Riordan 86 Kern, 1994, p. 
250). McCarthy et al. (1988) suggest that "reUance on these methods 
results in wide variations in the quaUty and type of supervision provided" 
(p. 27). 
Feltham and Dryden (1994) suggest that some organisations may 
provide opportunities for training, whUe others wiU simply expect 
supervisors to develop skills through experience on the job. The latter is 
currently the case in the Queensland Department of Education as the 
position description for senior guidance officers does not requfre them to 
have had prior training in supervision, but rather "demonstrated abiUty or 
capacity to acquire skiUs" in clinical supervision (Department of Education, 
1993b, p. 4). Given the professional and geographic isolation of many 
senior guidance officers, and the Umited opportunities for supervision 
training in Queensland generaUy, and the Department in particular, the 
reality of senior guidance officers having an opportunity to acqufre skiUs in 
clinical supervision is questionable. Further the effectiveness of previous 
supervision practices within the Department is not known, and Uttle 
supervision training has previously been provided. 
Bernard and Goodyear (1992) draw the analogy between supervisors 
without a knowledge base specific to supervision with "the paraprofessional 
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therapist who has learned some of the rudimentary skUls ... but lacks an 
adequate conceptual understanding of the process" (p. 11). To take this 
analogy further into the context of the Queensland Department of 
Education where supervision is expected to ensure professional 
accountabUity and quaUty of service (Department of Education, 1993a), the 
author wonders whether this is a reasonable responsibUity to place on 
predominantly "paraprofessional supervisors". 
Bradley and Whiting (1989) comment that "experience alone can not 
qualify one for supervision" (p. 448). It does not automaticaUy foUow that to 
be professionaUy trained and skiUed in guidance and counseUing practices 
means a senior guidance officer is professionaUy trained and skiUed in 
supervision. In this regard, Stycz3Tiski (1980, cited in McCarthy et al.,1988) 
comments that "... just as one can not learn to be a therapist by entering 
therapy (although it may help), one cannot rely on being supervised (or 
being a counselor) to become a skilful supervisor" (p. 27). Viewed from a 
developmental perspective, this is even less likely. 
Clarkson and Gilbert (1991) note three phases through which those 
in training pass: "awareness, accommodation and assimilation" (p. 149). 
Awareness describes the move from unconscious incompetence to 
conscious incompetence; accommodation describes the progression from 
conscious incompetence to conscious competence; and assimilation refers 
to the move from conscious competence to unconscious competence. 
Rather than seeing these as "clearly demarcated" (p. 149) stages, Clarkson 
and Gilbert (1991) use them as indicators of a trainee's progression from 
the beginning to more advanced stages of training. 
Supervision of Supervisors 
Thinking about the stages through which supervisors in training 
pass raises serious questions about the level at which largely untrained or 
little trained supervisors are performing. Significantly Clarkson and GUbert 
(1991) comment that "training never ends" and they see it as "a lifelong, 
continuing, cyclic process" (p. 149) faciUtated by training and supervision. 
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Therefore it is advocated that supervisors receive support from professional 
peers and participate in ongoing education and supervision (Bernard 86 
Goodyear, 1992; Clarkson 86 GUbert, 1991; Taibbi, 1995). 
In the same way as counseUors need supervision fri order to further 
thefr skills so too do supervisors, an issue addressed in the British 
Association for Counsellfrig Code of Ethics (1988). McCarthy et al. (1988) 
claim that it is a myth that "one supervisor can do it aU" (p. 24). Bernard 
and Goodyear (1992) claim that "most supervisors realize that they cannot 
be all things to aU people" (p. 142), and that supervisors need to be aware 
of the speciality areas in which they can work and those in which they are 
less skiUed. Such awareness can be facilitated through supervision. Indeed 
recognition as a supervisor under the British Association for Counselling 
Code of Ethics, requfres that supervisors have "regular access to a 
supervisory consultant or group for thefr supervisory work" (Feltham 86 
Dryden, 1994, p. 145). 
Supervision Training for Supervisees 
Since the 1993 restructuring of the Department of Education, a 
significant and positive feature of some of the training on cUnical 
supervision organised by guidance personnel in some regions is that it has 
been provided for both senior guidance officers and guidance officers, and 
in some cases those training to be guidance officers (P. Shaw, personal 
communication, 6 May, 1997). However, it is curious that whUe 
supervision is seen as an interaction between at least two people, the 
discussion of supervision training in the Uterature relates mostly to the 
training of supervisors. 
There is agreement in the Uterature that training in clinical 
supervision is necessary for supervisors (Borders et al., 1991; Borders 86 
Leddick, 1988; Bradley, 1989; Henderson 86 Lampe, 1992; Kaslow, 1977; 
Roberts 86 Borders, 1994; Stoltenberg 86 Delworth, 1987), who incidentally 
have more perceived power in the supervisory process. However, little 
attention is given to supervision training for supervisees, those to whom 
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supervision is 'being administered', and there are few training programs 
which prepare counseUor trainees for the experience of supervision 
(Bahrick, RusseU 86 Salmi, 1991). 
The provision of supervision training for supervisees is rarely 
mentioned in the literature, yet it would seem that if the supervisory 
relationship is an aUiance where both or all participants have a role to play 
in making the process of supervision effective, then both or aU participants 
need to have some understanding of the process. This is evidenced by 
Bahrick et al. (1991) who suggest that the effectiveness of supervision in 
counsellor training may be limited because trainees have Uttle 
understanding of the goals of supervision or the roles of the supervisor and 
supervisee. In addition, trainees may have difficulty expressing their 
supervision needs. 
To address this problem, Bahrick et al. (1991) suggest a role 
induction program for trainees designed to provide them with "a conceptual 
framework for understanding the roles, expectations, and goals of the 
supervisory process" (p. 434). This procedure clearly resembles the 
informed consent process outlined by McCarthy et al. (1995) to be 
discussed in chapter 3, and in doing so supports the concept of 
supervision preparation not only for supervisors, but also supervisees 
including trainees. Role induction and informed consent facUitate a process 
of mutual understanding essential for effective supervision. 
RusseU et al. (1984) address the issue of training for supervisees 
and suggest that training in supervision become a "core component" of 
counsellor training (p. 676). They identify three benefits of supervision 
training for graduate students including 
• better understanding of thefr own supervisory experiences through 
better theoretical knowledge of supervision, 
• increased abiUty to deUver improved supervision services to future 
generations, and 
• increased interest in conducting research on the supervisory process. 
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Such benefits are clearly of significance to a profession with such a vested 
interest in effective supervision processes. 
However, whUe supervised practice is an ethical responsibUity of 
counseUors, it is not always expected that they have training in or 
knowledge about cUnical supervision. In addition, it is likely that most 
supervisors have also received Uttle training in supervision. Thus it seems 
that accountable and ethical practice of a highly trained professional 
group, counsellors, is based on a process where most participants have 
Uttle if any training. 
Supervision Training Models 
Given the agreement in the Uterature on the need for supervisors to 
be trained and the dubious neglect of the need for supervisees to be trained 
in supervision, there is surprisingly Uttle written on models of training in 
supervision. Some writers have acknowledged this (Leddick 86 Bernard, 
1980; RusseU et al., 1984), with RusseU et al. (1984) commentfrig that 
"further work on the development and evaluation of models for supervisor 
training seems an essential priority for the field" (p. 675). These 
sentiments have to some extent been taken up and some models of 
supervisor training have been proposed (Bernard, 1979; Borders 86 
Leddick, 1987; Bradley 86 Whiting, 1989; Kaslow, 1987; Stoltenberg 86 
Delworth, 1987). 
WhUe acknowledging the limited opportunities for supervisor 
training, Borders et al. (1991) propose a curriculum guide for training 
counsellor supervisors. They identify seven core curriculum areas: "models 
of supervision; counselor development; supervision methods and 
techniques; supervisory relationship; ethical, legal, and professional 
regulatory issues; evaluation; and executive (administrative) skUls" 
(Borders et al., 1991, p. 60). Within each of these core areas they identify 
topics and specify learning objectives. Learning objectives are set in each of 
three areas: self-awareness, theoretical and conceptual knowledge, and 
skills and techniques. 
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Borders et al. (1991) make three assumptions about supervisor 
training which underlay thefr curriculum guide. Ffrst, they presume that 
supervisors-in-training wiU have extensive counseUor experience. Second, 
they assume that training would involve both didactic and experiential 
training, and thfrd they expect that training programs would expose 
participants to the existing and empirical Uterature for each core area of 
the curriculum guide. In addition, they suggest that thefr guide can be 
used in the assessment of supervisor competencies. This suggested 
curriculum iUustrates the progress supervision has made since its origins 
in the psychotherapies, and its emergence as a discrete profession. The 
breadth of the curriculum content provides evidence that the traditional 
method of becoming a supervisor through a promotion is no longer 
appropriate (if it ever was), unless training in supervision is provided. 
Borders et al. (1991) agree with Clarkson and GUbert's (1991) 
comments that learning to be a supervisor is a "continuing, cycUc process" 
(p. 149), and describe it as a "spiraling process in which supervisors are 
recycled through each content area at progressively more sophisticated 
levels of awareness and understanding" (Borders et al., 1991, p. 78). They 
compare the process with the cyclic model proposed by Loganbill et al. 
(1982). Clearly, this process can be faciUtated by training and supervision. 
Boyd (1978) also proposed six components of preparation for 
counsellor supervision. These include a "concrete and operational 
definition of counselor supervision", "an understanding of the purposes of 
counselor supervision", "an awareness of supervision methodology", "a 
knowledge of supervision settings and practices", "an understanding of the 
nature of the supervisory relationship" and "a conceptualisation of the 
longitudinal supervision process" (Boyd, 1978, pp. 229-230). Interestingly, 
Boyd was writing before the proliferation of developmental models which 
have since addressed his concept of the "longitudinal supervision process" 
which he describes as "the nature of changes taking place in the 
supervisee and the nature of supervision across time" (pp. 230-231). He did 
not mention the changes taking place in the supervisor, a trend also 
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reflected in most of the developmental models as discussed earUer. In 
relation to definitions, Boyd (1978) and Proctor (1994) commented on the 
importance for supervisors to move beyond memorised definitions to 
develop meaningfiil conceptuaUsations of supervision along with a clear 
understanding of the purposes of supervision. 
Boyd (1978), in Une with more recent authors (Bradley, 1989; 
Bradley 86 Whitfrig, 1989; Hawkfris 86 Shohet, 1991; Meams, 1991), 
acknowledged the critical importance of the supervisory relationship to the 
supervision process. In particular, he notes that "competent supervision 
necessitates successful interpersonal relations with supervisees" and that 
"supervisor-candidates (those training to be supervisors) cannot begin to 
understand too early the dynamics of the supervisory relationship" (p. 230). 
Boyd (1978) indicates that supervision training needs to at ffrst develop 
awareness of supervision methodology and later skiU development in this 
area. He cites two areas of methodology, specificaUy activities including 
consultation, counselling, training and instruction and evaluation, and 
approaches including psychotherapeutic, behavioural, integrative and 
systems. 
Bradley and Whiting (1989) propose a supervision training model 
where the first module "conceptuaUsing the supervisory function" (p. 455) 
is consistent with Boyd's (1978) components of supervision education. This 
module focuses on topics such as definitions, reasons for supervision and 
ethics. The second and thfrd modules in thefr model constitute what they 
term processes. These modules attend to the issues related to the 
supervisory relationship including the working aUiance, goal setting, roles 
of supervisors, and developmental issues of supervisees. Thefr model also 
includes a section termed practices which focuses on the skiUs, 
interventions and approaches to supervision. 
Bradley and Whiting (1989) suggest that supervision training is 
guided by four major goals, specifically: 
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1. to provide a theory or knowledge base relevant to supervisory 
functioning, 
2. to develop and refine supervisory skiUs, 
3. to integrate the theory and skUls into a working supervisory 
style, and 
4. to develop and erUiance the professional identity of the 
supervisor (p. 449). 
Such goals represent clear evidence that "experience alone cannot qualify 
one for supervision" (Bradley 86 Whiting, 1989, p. 448). 
However, whUe such courses have been developed, the situation 
remains that few supervisors have "received training or course work related 
to the ... supervisory skills they are requfred to perform" (Scott, 1987, p. i). 
Recognition of this situation led to the publication of the Handbook of 
Counseling Supervision (Borders 86 Leddick, 1987), a practical resource 
guide designed for use by counseUor educators and field supervisors. In 
addition, the book can be used as a resource in supervision training 
activities. The book addresses most of the elements of the training 
programs discussed previously, including contracting, supervisee 
assessment, goals for supervision, supervision interventions, the 
supervisory relationship, supervisee evaluation, and ethical and legal 
issues. In addition, the book provides information on and checklists for 
assessing supervisor knowledge and skiUs which provide supervisors with 
a mechanism for reflecting on and preparing for thefr supervisory role. 
Thus supervision has moved away from its origin in the 
psychotherapies where it was barely distinguishable from counselling. 
Although not completely divorced from the psychotherapeutic approaches, 
cUnical supervision now constitutes a broad field supported by its own 
body of Uterature. The concept of counseUor development has become 
fundamental to supervision. In addition, the reasons for supervision have 
become clearer, and it has become essential that counsellors participate in 
supervision throughout their professional counselling careers. As the 
profession of supervision has become more clearly defined, it has become 
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apparent that supervision is a complex process for which training is 
essential. This serves as further evidence that supervision has emerged as 
a profession in its own right. 
This chapter has provided an introduction to supervision by 
examining its history, and the reasons for and definitions of supervision. 
The importance of supervision to counseUor development has been 
discussed, and several counseUor development models have been 
presented. In addition, issues related to the selection and training of 
supervisors have been discussed. Chapter 3 wiU now focus on the conduct 
of supervision. 
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CHAPTER 3 
THE CONDUCT OF CLINICAL SUPERVISION 
The previous chapter focused on conceptuaUsations of cUnical 
supervision, in particular the history of supervision and reasons for its 
conduct, definitions of supervision, developmental models, and supervision 
training. This chapter wiU focus on the conduct of clinical supervision. The 
supervisory relationship wUl be discussed ffrst because of its fundamental 
place in clinical supervision. Next, issues related to the implementation of 
supervision wUl be presented, including a discussion on ethical 
considerations. FoUowing this, formats and techniques of clinical 
supervision will be presented. The context of clinical supervision will then 
be considered, including a discussion on supervision in schools. In 
particular, the findings of previous studies on the supervision of school 
counseUors wUl be reviewed. FinaUy the place of the current study in 
relation to the extant literature wUl be outlined. 
The Supervisory Relationship 
The discussion in chapter two clearly Ulustrated the importance and 
complexity of clinical supervision, and points to the significance of the 
supervisory relationship in the conduct of this essential professional 
endeavour. In the words of Fox (1989), the relationship is "the cornerstone 
of clinical supervision" (p. 146). 
It seems that whatever approach or method is used, in the end it is 
the quaUty of the relationship between supervisor and trainee 
therapist (or counseUor) that determines whether supervision is 
effective or not ... There needs to be a degree of warmth, trust and 
genuineness and respect between them in order to create a safe 
enough envfronment for supervision to take place (Hunt, 1985, p. 
20). 
These sentiments are echoed by many authors (Bradley, 1989; Hawkins 86 
Shohet, 1991; Meams, 1991). Thus the supervisor needs to attend to the 
supervisory issues as weU as the maintenance of the relationship (Meams, 
1991). 
85 
Proctor (1988, cited fri Hawkins 86 Shohet, 1991) uses the terms 
"normative, formative and supportive" (p. 111) to describe the interventions 
taken by supervisors. Proctor's (1994) "supportive" interventions and 
LoganbiU et al.'s (1982) "faciUtative" interventions are concerned with 
ongoing maintenance of the supervisory relationship. LoganbUl et al. (1982) 
Uken thefr "faciUtative" interventions to "Carl Rogers' concept of 
unconditional positive regard" (p. 32). In addition, they claim that when the 
atmosphere of a supervisory relationship is supportive and facUitative, that 
it can reduce tension and anxiety in the supervisee and provide a sense of 
security and time for "reflection and introspection" (p. 32). While not 
specifically mentioning Rogers, Inskipp and Proctor (1993) suggest that 
empathy, respect and genuineness will maintain and erihance a 
supervisory relationship. 
Support and evaluation may be used by a supervisor as sources of 
influence in a supervisory relationship. However, the manner in which 
these are used has the potential to faciUtate or inhibit the trainee's 
personal and professional development (Robyak, Goodyear, 86 Prange, 
1987). Given the "inherent inequality of the relationship" (Stoltenberg 86 
Delworth, 1987), it is desfrable for a supervisor to create a supervisory 
atmosphere that is conducive to the learning of the supervisee. Thus 
quaUties such as trust, caring, concern, openness, warmth, mutual 
respect, support, and genuineness are essential to supervisory 
relationships. 
Meams (1991) suggests that four conditions are necessary for a 
healthy supervisory relationship. They are commitment to the supervisee, 
congruence of the supervisor, valuing of, and empathy for the supervisee. 
His concepts of empathy for and valuing of the supervisee mirror the 
"faciUtative" and supportive interventions previously discussed. 
Commitment refers to the supervisor's abUity to enter into the supervisory 
relationship at more than a superficial level. It enables the supervisor to 
address issues in the supervisory relationship as weU as counselling issues 
presented by the supervisee, thus aUowing for relationship maintenance. 
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His concept of congruence refers to the abiUty of the supervisor to be able 
to reflect perceptions, insights and reactions to the supervisee in a simUar 
way to therapy. Meams (1991) comments that "the estabUshing of a 
healthy supervision relationship is a necessary condition for adequate 
work" (p. 118). 
Meam's portrayal of a healthy supervisory relationship is Ulustrated 
in Blocher's (1983) concept of a developmental learning environment which 
consists of seven dynamics including chaUenge, involvement, support, 
structure, feedback, innovation, and integration. WhUe Blocher's approach 
is centred on counseUor preparation programs, the seven dynamics have 
relevance for aU counseUors. ChaUenge relates to the "mismatch that exists 
between the existing coping resources of the learner and the immediate 
demands of the learning environment" (Blocher, 1983, p. 31). Thus, for 
beginners such as guidance officers in training or guidance officers on 
probation, the mismatch may be great and result in them feeling 
overwhelmed and anxious. This could result in them disengaging from the 
learning process if they do not receive enough support. Conversely, 
environments in which there is little chaUenge may not be growthful for 
counsellors. 
Involvement is the amount of personal investment the supervisee 
has in thefr work. This is reflected in the degree to which success or faUure 
in counselling affects the counseUor's self-esteem and confidence. Over or 
underinvolvement could be detrimental to supervisory relationships and to 
the counseUor's own personal growth. Support is, in essence, a warm and 
empathic supervisory relationship. Such relationships assist counseUors 
who are experiencing times of high anxiety or tension. Structure impUes 
clarity about the learning strategies to be employed in supervision. 
Essential to structure is the negotiation of a learning contract where the 
supervisee sets developmental goals, and appropriate learning strategies. 
Feedback is provided on the learner's performance. It is essential that the 
feedback is accurate and relevant. Blocher suggests that counsellors derive 
feedback from two sources - their supervisor and thefr own interpretation 
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of cues in thefr envfronment. Least important is feedback of the 
supervisor's perceptions. Blocher sees the abiUty of the supervisee to be 
aware of, and eUcit feedback from the envfronment as most important. The 
supervisor has a major role to play in assisting supervisees to develop this 
abiUty. 
Innovation involves trying out new skUls and approaches in 
counselUng. This process may not feel natural, and the counsellor's 
confidence could be affected. Supervisors may have to support their 
supervisees during this time, and may need to provide some educative 
interventions such as role play to buUd confidence. When no innovation is 
occurring, it may be reasonable to assume that the supervisee is in a stage 
of stagnation (Loganbill et al., 1982), and confrontive or catalytic 
interventions may be appropriate for the supervisor to use. Integration is 
the process whereby new learning is integrated with old ways of thinking, 
acting, and feeling. This may occur through periods of reflection. Balancing 
innovation and integration can sometimes be difficult. 
Bordin (1983) refers to the supervisory relationship as a 
"supervisory working alUance" (p. 35) which is dfrected towards the 
achievement of supervisee goals "including mastery of specific skUls, 
enlargement of the understanding of cUent concerns and of process issues, 
awareness of impact of self on the therapeutic process, and initial 
translation of theory into practice" (Bradley 8c Whiting, 1989, p. 460). 
Inskipp and Proctor (1993) also use the term working alUance to refer to 
the supervisory relationship, but suggest that it is "a freely entered into 
relationship, based on mutual respect, with a clearly agreed task and 
defined ethics and boundaries" (p. 53). 
The element of choice in entering into a supervisory relationship as 
suggested by Inskipp and Proctor (1993) does not exist in the context of the 
Queensland Department of Education. Supervisory relationships are 
formed primarily on the basis of geographic location, not necessarUy 
"mutual respect" (Inskipp 86 Proctor, 1993, p. 53). Supervisees have no 
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choice about supervisors who they think can best meet thefr needs, and 
supervisors have no choice about whether they want to work with 
supervisees. This situation may have impUcations for the potential of the 
supervisory relationship to succeed. 
As discussed in chapter 2, beginning counseUors have different 
expectations of supervision from more experienced counseUors (Hawkins 86 
Shohet, 1991; RusseU et al., 1984; Stoltenberg 86 Delworth, 1987). Proctor 
(1994) comments that beginning counseUors have "fewer frameworks for 
understanding his or her experience", are less aware of thefr own 
"interpersonal process", and may not understand how to set up and 
structure "professional interactions" (pp. 314-315) with a supervisor. 
Her comments are reflective of Bahrick et al.'s (1991) concern that 
supervisees need training to be able to effectively enter into supervisory 
relationships. Whether a counseUor is a beginning or experienced 
counseUor, there is evidence that it is through supervised rather than 
unsupervised practice that development occurs (WUey 86 Ray, 1985) and 
the supervisory relationship is critical to this. Jus t as supervisors and 
supervisees pass through stages of development (Hess, 1986; LoganbUl et 
al., 1982; Stoltenberg Ss Delworth, 1987), so too do supervisory 
relationships (Bradley 86 Whitfrig, 1989; LoganbiU et al., 1982). Thus it is 
critical that the progress of the supervisee, the supervisor, and the 
supervisory relationship are monitored throughout the supervision 
process. 
The Role of Supervisor 
Supervisors can therefore be expected to take on many roles. 
However, less emphasis has been given to the issues of supervisors than 
supervisees fri the Uterature (McCarthy et al., 1988). McCarthy et al. (1988) 
observe that the Uterature "makes it difficult to clearly discern what a 
supervisor should learn and do because it lacks a soUd theoretical base" (p. 
23). However, Bernard and Goodyear (1992) suggest that supervision is a 
unique intervention comprising elements of education, therapy. 
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consultancy, and evaluation. Thus counseUing is but one facet of the 
multifaceted process of intervention. For this reason, Bradley and Whitfrig 
(1989) urge that "perpetuation of the beUef that supervision is the mere 
appUcation of sophisticated counseUng techniques must be avoided" (p. 
457). This beUef can be attributed not orUy to the history of supervision, 
but also to the developmental levels of counseUors and supervisors, the 
training provided for supervisors, and supervisors' tendency to use a "seat 
of the pants approach" (Blocher, 1983, p. 27) as previously discussed. 
Not only is it important that supervisors and supervisees can 
conceptuaUse the process of supervision, but also that they can 
conceptualise the role of the supervisor. Supervisors in particular need to 
have some clarity about their role and how it differs from that of counsellor 
or administrator. Bradley (1989) proposes a definition of a supervisor that 
reflects the roles suggested by Bernard and Goodyear (1992). In doing so 
she draws on the work of Hess (1986) in suggesting that 
a supervisor is a lecturer who conveys global schemes and 
techniques, a teacher of specified content and skiUs, a case reviewer 
to explore ways of thinking and conceptuaUsing cases, a morUtor to 
ensure at least minimal levels of competence, a therapist to nurture 
growth and a coUeague to give support and provide a different view 
(p. 457). 
This role description clearly iUustrates the breadth of the role of 
supervisor, and conceptual differences between it and the role of 
counsellor. Thus a supervisor must be able to make professional decisions 
about the use of these roles, jus t as a therapist makes professional 
decisions about the intervention they wiU use. Indeed Borders (1994) 
suggests that supervisors have to learn to think Uke a supervisor. However 
McCarthy et al. (1988) make the point that supervisors "are placed under 
extremely demanding expectations to expertly counsel, consult, teach and 
evaluate supervisees in both individual and group contexts, with sensitivity 
to numerous individual differences" (p. 24). 
90 
Focus of Supervision 
As evidenced in the previous comments (Bradley, 1989; McCarthy et 
al., 1988), supervisors can be expected to make choices about the role they 
adopt and the focus of the supervision. Hawkins and Shohet (1991) claim 
that there are a range of options open to supervisors in terms of where they 
direct thefr focus in the supervisory session. These options include: 
• the content of the counselUng session, 
• exploration of strategies and interventions used by the supervisee, 
• exploration of the counseUing process and relationship, 
• focus on the counseUor's countertransference, 
• focus on the here-and-now process as a mirror or paraUel of the there-
and-then process, or 
• focus on the supervisor's countertransference. 
Depending on the focus of supervision, Hunt (1985) suggests a case 
centred approach, a counseUor centred approach, or an interactive 
approach. The case centred approach focuses on case discussion and what 
the supervisee did in counseUing, and the supervisory relationship is quite 
often that of expert and learner. A counsellor centred approach relies on 
drawing links between the casework and the counseUor's own 
circumstances in the belief that the most meaningful learning is personal 
learning. The interactive approach is derived from paraUel process, and 
takes into the account the interaction between the cUent and the 
counseUor, and the counseUor and the supervisor. The important task for 
the supervisor is to be flexible enough to move between these approaches 
in accordance with the supervisee's needs. While this implies the 
supervisor taking on different roles in supervision, Leddick and Bernard 
(1980) observe that supervisors often rely on one role and style that feels 
most comfortable to them. This may reflect a lack of training or a reUance 
on a psychotherapeutic approach. 
The Discrimination Model 
Bernard's (1979) discrimination model is quite specific about the 
roles which can be chosen by supervisors. A strength of her model is in its 
91 
abiUty to draw together two crucial aspects of the supervisory process, the 
role of the supervisor and the needs of the counseUor. In doing so, it 
provides a "cognitive map" for supervisors who must make decisions about 
what to focus on and how best to achieve the goals of supervision (Bernard 
86 Goodyear, 1992, p. 26). Thus it emphasises the need for supervisors to 
discriminate between the roles they play in supervision in response to the 
counseUor's needs. The discrimination model was developed specificaUy to 
train students in counseUing and supervision simultaneously. 
Bernard's (1979) model focuses on three roles of the supervisor, 
specifically those of teacher, counseUor and consultant. In the teacher role, 
supervisors focus on knowledge or expertise that they wish to transmit to 
the counsellor. Specific activities include identifying, interpreting and 
evaluating counselUng sessions, teaching, modeUng and demonstrating 
Uitervention techniques, and explaining the rationale behind strategies and 
interventions (Stenack 86 Dye, 1983). In the counseUor role, the supervisor 
places priority on the counseUor's personal needs, with the beUef that this 
focus wUl allow the counseUor to overcome the nervousness or self-doubt 
that impedes natural development. Techrdques include exploration of the 
supervisee's feelings during counselling and supervision, facilitating self-
exploration, and providing opportunities for supervisees to process their 
own affect and defences (Stenack 86 Dye, 1983). In the role of consultant, 
the supervisor focuses on a relationship with the counseUor that is 
explorative in nature and assumes that the counseUor has the abiUty to 
express his or her supervision needs. Activities include the discussion of 
client problems, brainstorming and providing alternative interventions or 
conceptualisations (Stenack 86 Dye, 1983). 
In much the same way as Ivey (1983) describes counselling as an 
intentional intervention, Bernard's model paints a picture of supervision as 
an intentional intervention with the supervisor having to make conscious 
choices. This is in dfrect contrast to the discussion in chapter two on the 
conduct of supervision by largely untrained supervisors using a "seat of 
pants approach" (Blocher, 1983, p. 27). It also clearly demonstrates the 
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potential of supervision to meet supervisee's needs, and the need for 
training if supervisors are to develop flexibility and not constantly assume 
one role in supervision. 
In her focus on the counseUor, Bernard (1979) identifies three types 
of skUls which can be used to delineate the abiUties of a competent 
counseUor. She terms these skiUs "functions" and Usts them as process 
skills, conceptualisation skiUs, and personaUsation skiUs. 
The process skiUs include the abiUty to open an interview smoothly, 
competence in the use of reflections, probes, restatement, summaries, 
helping cUents say what is on their minds, using nonverbal communication 
to enhance verbal communication, successfully implementing intervention 
strategies, and achieving interview closure. It is important to note that in 
supervision, the focus is on the execution, rather than the choice of the 
skUl or strategy. Bernard (1979) places value on both the execution of 
counselling skiUs and strategies, and the cognitive aspects of counselling, 
for example decisions about particular interventions for a client, which are 
the focus of the conceptuaUsation skiUs she identifies. 
The conceptuaUsation skUls include the abUity to understand what 
the client is saying, the skiU to identify themes in the cUent's messages, the 
skUl to recognise appropriate and inappropriate goals for the cUent, skiU in 
choosing strategies that are appropriate to the cUent's expressed goals, skiU 
in recognition of even subtle improvement by the cUent. These skUls reflect 
deliberate thinking and case analysis by the counseUor. In particular, 
Bernard (1979) identifies two distinct kinds of thinking done by the 
counseUor, the conceptuaUsation done in the counselling session, and the 
conceptuaUsation done between sessions. 
The personaUsation skUls include the counseUor's comfort in 
assuming some authority in the counseUing relationship and taking 
responsibility for his or her specialised knowledge and skiUs, the abiUty of 
the counseUor to hear challenges by the cUent or feedback from the 
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supervisor without becoming overly defensive, the abUity to be comfortable 
with the counseUor's own feelings, values and attitudes, as weU as those of 
the cUent, the abiUty to have a fundamental respect for the cUent. The 
personaUsation skUls emphasise the more personal aspect of the 
counseUor's learning. 
What is significant about the discrimination model is that it is 
situation specific, and caUs on the supervisor to choose the appropriate 
intervention at nine potential choice points (Bernard, 1979). A supervisor 
wUl need to choose from the three roles no matter whether the supervision 
issue concerns process, conceptuaUsation, or personaUsation .skills. 
Assumptions can not be made that the teacher role is always appropriate 
for skill development or that the counseUor role is always the most 
appropriate for personaUsation issues. The discrimination model clearly 
Ulustrates the flexibiUty needed by supervisors in adopting a range of 
approaches and attending to a range of counseUor functions. A study by 
Worthington (1984) provides evidence that supervisors "do change their 
behaviors to match the needs of thefr supervisee" (p. 74). Much has been 
said in this review about the need for training for supervisors. A strength of 
the discrimination model is that it not only draws attention to the 
complexity of supervision but also provides an avenue for training. 
Gender and Supervision 
As previously mentioned, part of the supervisor's role is to monitor 
the supervisory relationship. Gender is an issue that must be monitored in 
the relationship between supervisors and supervisees (Bernard 86 
Goodyear, 1992). However, as with many other areas of supervision, the 
literature on gender and supervision is Umited and varied. In fact, the issue 
of gender has been Uttle attended to until comparatively recentiy. For 
example, the developmental models and the discrimination model 
previously discussed make scant, if any, mention of gender issues. Thus in 
this section of the review, it is intended to Ulustrate the variety present in 
the findings of a range of studies. 
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Some studies (Nelson & HoUoway, 1990; Robyak, 1981; Robyak et 
al., 1987; Robyak, Goodyear, Prange, 86 Donham, 1986) have considered 
the issue of gender and power, with Nelson and HoUoway (1990) finding 
that 
individuals in the expert role, regardless of gender, may assume 
more power in interaction with thefr female subordinates, than with 
thefr male subordinates ... the female trainee may respond ... by 
declining opportunities to assert herself as an expert. . . This lack of 
parity in the process may result in the disempowerment of women in 
supervision and may influence the development of a female 
counselor's professional identity (p. 479). 
Robyak (1981) found that for experienced counseUors 
(a) women preferred the legitimate power base to a greater extent 
than did men, 
(b) both male and female counselors preferred the expert power base 
when counseling cUents of thefr own, rather than the opposite 
sex, and 
(c) gender was not related to a preference for the referent power 
base (Robyak et al., 1985, p. 159). 
However, the findings of a later study (Robyak et al., 1986) contradicted the 
results of the previous studies (i.e., Robyak, 1981), in finding that "gender 
did not appear to affect the student's preference for the three power bases" 
(p. 162). However one year later, Robyak et al. (1987) found some evidence 
that male supervisors and supervisors with less supervisory experience 
showed a preference for the referent power base. These studies and thefr 
varied findings reflect the infancy of research on gender and supervision 
(Robyak, 1981; Robyak et al., 1987; Robyak et al., 1986) as no clear 
patterns have emerged. 
A study conducted by Schiavone and JesseU (1988) suggests "that 
counselor trainee perceptions of supervisor expertness and competence do 
not differ as a function of the gender of either the counselor supervisor or 
counselor trainee, at least for initial interactions" (p. 37). Stoltenberg and 
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Delworth (1987) note that in thefr experience, females more than males 
may overidentify with cUents, "males may avoid affect and offer 
inappropriate cognitive interventions" (p. 176), and "females often 
experience difficulty 'saying good-bye', and males have problems 'saying 
hello"' (p. 177), which has impUcations for beginning and terminating 
supervisory relationships. 
Worthington and Stem (1985) report that "male supervisees thought 
they had better relationships with their supervisor, regardless of gender, 
than female supervisees did. AdditionaUy, male supervisors thought they 
had better relationships with their supervisees, regardless of gender, than 
female supervisors did" (p. 260). In their study, supervisor-supervisee 
dyads matched for gender were expected to form closer relationships, and 
this was found to be true for supervisees but not for supervisors. Their 
study also found that "supervisees felt that they had closer relationships 
with same-gender supervisors, and they attributed more influence to the 
same-gender supervisor than did supervisees to other gender supervisors" 
(Worthfrigton 86 Stem, 1985, pp. 260 - 261). 
As reflected in the studies previously outlined, there is much 
diversity on the issue of gender and supervision. Significantiy what can be 
gleaned from these studies is that gender cannot be overlooked as an issue 
which may need to be attended to as the supervisory relationship is 
monitored. Gender differences wiU be examined in the current study where 
most of the senior guidance officers are male and most of the guidance 
officers are female. The findings of a study conducted by Nelson and 
Holloway (1990) "suggest that gender differences exist in supervision but 
that they are subtie and highly complex" (p. 478). They go on to suggest 
that thefr findings 
should serve as an impetus for professional supervisors to attend to 
the dynamics of their interactions with both female and male 
trainees and to develop more conscious communication strategies 
for encouraging the development of the trainee's sense of 
professional identity (p. 480). 
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Shohet and Wilmot (1991) concur and suggest that supervisors and 
supervisees may use issues such as gender, race, age, ideology, power and 
boundaries to "explore the process of thefr working together" (p. 88). They 
claim that this acts as a role model for counseUing and opens up the 
possibUity of using paraUel process as a technique in supervision. Given 
the sparsity and diversity of Uterature on gender and supervision, the 
comments of Shohet and Wifrnot (1991) can be taken as very sound advice. 
Implementing Supervision 
WhUe there is some agreement in the Uterature on the purpose of 
supervision, the roles of those participating, and the need for specific 
interventions on the part of the supervisor, there is much diversity 
surrounding the approaches to the conduct of clinical supervision. 
Hawkins and Shohet (1991) suggest that 
the approach taken to supervising counseUors wiU depend on at 
least five factors: 
1. the style of supervision; 
2. the stage of development of the supervisee; 
3. the counselling orientation of both the supervisee and the 
supervisor (humanistic, psychodynamic, behavioural and so on); 
4. the contract between the supervisor and supervisee (does the 
supervisor have managerial or training responsibUity in relation 
to the supervisee and thefr cUents?); 
5. the setting (individual, group, peer group and so on) (p. 99). 
Clearly then, many of the issues previously discussed wiU influence the 
conduct of supervision. 
The approaches to supervision are as diverse as the approaches to 
counseUing. However Hawkins and Shohet (1991) stress that it is not 
enough for supervisors to simply choose from a "menu of approaches" (p. 
100), but rather to "have a unifying concept that integrates one's own 
approach and makes the supervision more than the appUcation of a 
technique or methodology" (p. 100). In this regard, McCarthy et al. (1988) 
are critical of the supervision Uterature, claiming that "supervisors need 
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more theoretical dfrection from the Uterature to help them modify thefr 
approach" (p. 25). This relates to earUer discussions in this review on the 
need for supervisors to be able to conceptuaUse supervision and articulate 
thefr conceptuaUsations. 
Ethical Considerations 
Fundamental to conducting supervision, are ethical considerations 
which are appUcable no matter what approach is chosen. Indeed, 
guidelines for ethical supervision conduct are prescribed by some 
professional associations (Association for Counselor Education and 
Supervision, 1993; British Association for CounseUing, 1988). Some of the 
ethical considerations appUcable to supervision resemble those in 
counselling, for example dual relationships and confidentiality. Feltham 
and Dryden (1994) suggest that ethical supervision practice protects both 
the supervisee and the cUent. The ethics of supervision underpin the 
conduct of cUnical supervision, and are fundamental to a successful 
supervisory relationship. Several ethical considerations wiU be presented 
here including informed consent, dual relationships, confidentiality, 
vicarious UabUity, evaluation, goal setting, structure, and record keeping. 
Informed Consent 
Clearly this Uterature review points to a variety of conceptuaUsations 
of supervision which raise questions about what happens when 
supervisors and supervisees with thefr own conceptuaUsations form a new 
supervisory relationship. The importance of this issue receives much 
attention in the Uterature where it is discussed as part of due process, 
informed consent and contracting before a supervisory relationship begins 
(Borders 86 Leddick, 1987; Clarkson 86 GUbert, 1991; Feltiiam 86 Dryden, 
1994; Hawkins 85 Shohet, 1991; Inskipp 86 Proctor, 1993; McCarthy et al., 
1995; Osbom 86 Davis, 1996; Shohet 85 WUmot, 1991). Inskipp and Proctor 
(1993) comment that informed consent is "a working agreement for the 
supervision alUance" which is "created by the expUcit contracting of issues 
which affect the rights and responsibUities of supervisor and counseUor; 
and the protection of the client" (p. 53). Significantiy, in the preceding 
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definition, Inskipp and Proctor (1993) draw attention to the most 
fundamental reason for supervision, that of cUent care, as weU as to the 
needs of the supervisor and the supervisee. The process of contracting at 
the beginning of a supervisory relationship, ensures that the expectations 
of both supervisor and supervisee are clear, there is understanding on the 
conduct of supervision, practical and evaluative arrangements are 
understood, and provision for crisis times are in place (McCarthy et al., 
1995). Once this information is clear, both parties can choose whether they 
wish to enter into a supervisory relationship. Bradley (1989) comments on 
the need for informed consent when the counseUor is training. Specifically 
the client has the right to know about the training-supervisory process, 
give or withhold consent regarding taping or videotaping, and decide 
whether or not they wish to participate in the session. 
Informed consent is a mechanism whereby conceptuaUsations about 
and expectations of supervision can be clarified before supervision begins, 
thus providing both supervisor and supervisee an opportunity to determine 
whether entering into the supervisory relationship is Ukely to meet thefr 
needs. Inskipp and Proctor (1993) comment that a supervisory relationship 
is entered into on the basis of "mutual respect" (p. 53), and Hawkins and 
Shohet (1991) comment that in forming a supervisory relationship, "both 
supervisor and supervisee need to share enough of a common language 
and beUef system to be able to learn and work together" (p. 110). This 
neither precludes them coming from different backgrounds nor 
necessitates them having simUar training. What is essential is that they 
estabUsh whether they can work together in a supervisory relationship. 
Shohet and Wilmot (1991) claim that explicit contracting wUl help to 
make the supervisory relationship more productive. In addition, they 
identify a number of issues which need to be discussed at the beginning of 
a supervisory relationship including the responsibiUties of each partner, 
ground rules, review and evaluation. They note that "when what happens 
in the room between supervisor and supervisee is openly negotiated, 
reviewed and available for comment by both parties, then the primary work 
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of supervision ... happens in a much more productive and fulfilling way" 
(Shohet 86 WUmot, 1991, p. 87). 
McCarthy et al. (1995) and Osbom and Davis (1996) Ulustrate how 
informed consent can be formaUsed by providing examples of formal 
written contracts between supervisor and supervisee which attends to such 
issues as information on the supervisor's background, experience and 
approach to supervision, practicaUties such as time and duration of 
meetings, and contingency plans for crises between meetings. The use of 
written contracts is encouraged by Osbom and Davis (1996) who claim that 
they "serve to remind supervisors of thefr ethical and legal responsibiUties" 
(p. 131) toward supervisees and cUents, and that they protect the interests 
of all parties involved in supervision. 
Borders and Leddick (1987) also comment on the need for 
supervisors to prepare for the role by reflecting on thefr supervision 
knowledge and skiUs, and the need to assess the supervisee's needs. The 
ideal in supervision is that both supervisor and supervisee come to a 
mutual decision about what is to happen in supervision based on the goals 
of the supervisee and what wiU be useful for them (Shohet 86 Wilmot, 
1991). Osbom and Davis (1995) suggest that such mutual coUaboration 
wUl foster cooperation and a sense of responsibiUty in the supervisee, and 
may reduce supervisee anxiety and resistance to supervision. When, as 
previously discussed, much cUnical supervision is done "rather casuaUy" 
(Blocher, 1983, p. 27) by largely untrained supervisors, there appears to be 
a significant mismatch between the desfrable and actual practice of clinical 
supervision, thus raising ethical issues about the conduct of cUnical 
supervision. 
Dual Relationships 
Informed consent is a process by which the roles of those involved in 
the supervisory relationship can be clarified. Ju s t as dual relationships are 
problematic in counseUing, so too are they problematic in supervision 
(Bernard, 1987; Bradley, 1989). Particular mention is made of dual 
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relationships in the Code of Ethics of both the American Association for 
Counseling and Development (Bradley, 1989) and the British Association 
for Counselling (1988). There is a need to set clear boundaries between 
working relationships and friendships (Bernard, 1987; British Association 
for CounseUing, 1988), not mix supervision and counselling (Bradley, 
1989), and recognise the "value and dignity of counseUors as people, 
irrespective of origin, status, sex, sexual orientation, age, beUef or 
contribution to society" (British Association for Counselling, 1988, cited in 
Feltham 86 Dryden, 1994, p. 132). Any abuse of power by a supervisor does 
not constitute ethical practice. 
Dual roles may also occur in organisational settings, for example a 
supervisor may also be the teacher of the supervisee, or have 
administiative and clinical responsibUity for a supervisee. Feltham and 
Dryden (1994) stress the need for supervisors to clarify thefr "position with 
regard to Une managers, trainers, coUeagues and anyone to whom you are 
accountable for your supervisory work", and not to "underestimate the 
subtie areas in which boundaries may become dangerously blurred" (p. 
24). Such dual relationships are sometimes unavoidable and must be 
handled carefuUy. 
Meams (1991) notes that "professionals value a relationship where 
they are free to explore work-related concerns which they beUeve could not 
be divulged to anyone in thefr own organisation" (p. 116). A foUow-on from 
this is the relationship between cUnical supervision and formal review 
processes within an organisation. There is a possibUity that the review 
process may temper what is brought up for discussion in clinical 
supervision. However as discussed later in this chapter, these are issues 
which need to be brought into the open when informed consent is being 
negotiated. 
Confidentiality 
In a simUar way to cUents in counselling, supervisees have the right 
to expect confidentiaUty from thefr supervisor. However there is also the 
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issue of confidentiaUty for the cUent when cases are presented for 
supervision. Care should be taken to protect the identity of the cUent, 
particularly in situations of group, audio and videotaped supervision. 
Vicarious LiabUity 
Supervisors need to be aware of the vicarious UabUity they have for 
the work of their supervisees. Snider (1985) recommends that supervisors 
maintain trusting relationships with thefr supervisees, thereby 
encouraging supervisees to share thefr cases with them, thus reducing 
their chances of being involved in malpractice Utigation. They also mention 
that the onus is on the supervisor to keep thefr knowledge up to date. 
Evaluation and Review 
Because of the complexity of supervision, the responsibilities of 
supervisors, and ethical considerations, ongoing review and evaluation 
processes are essential in supervision. Evaluation appUes not orUy to the 
supervisee, but also to evaluation of the supervisor (Bernard 86 Goodyear, 
1992; Borders 86 Leddick, 1987), supendsion itself (Bradley, 1989), the 
program with reference to trairung programs (Bernard 86 Goodyear, 1992), 
the helping service (Bradley, 1989), and the organisation (Bernard 86 
Goodyear, 1992). 
However "the Uterature suggests that the need for evaluating 
supervision effectiveness is great but that the incidence is relatively low" 
(Galassi 86 Trent, 1987, p. 260). Thus whUe evaluation is viewed as a 
critical component of supervision and is cited frequentiy as one of the tasks 
of supervision (Bernard 86 Goodyear, 1992; Borders & Leddick, 1987; 
Bradley, 1989), it remains one with which many supervisors have difficulty 
(Henderson 86 Lampe, 1992). For example, Bernard and Goodyear (1992) 
suggest that "many supervisors experience confUct between thefr role as 
therapist and the evaluation component of thefr role as supervisor" (p. 
105). This is reflected in three "roadblocks in the path of evaluation" which 
include "lack of skUls in performing evaluation", "confusion about the 
compatibiUty of supervision and evaluation", and "anxiety-evoking quaUties 
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attributed to evaluation" (Bradley, 1989, p. 25). In school settings Borders 
(1991a) suggests that evaluation and supervision have often been equated. 
In addition, she claims that combining formative evaluations with 
supervision provides beneficial effects for school counseUors 
(Borders, 199 la). This reminds u s that evaluation need not be, and indeed 
was "never intended to be a fearful activity" (Bradley, 1989, p. 24). Bernard 
and Goodyear (1992) also suggest that because there is a lack of clarity 
about what exactiy is therapeutic in therapy, a supervisor's role as 
evaluator is restricted. It is against this background that supervisors take 
on the role of evaluator. 
Evaluation of the supervisee. The evaluation and review process 
should be contracted at the beginning of the supervisory relationship 
(Borders 85 Leddick, 1987; McCarthy et al., 1995). Bradley (1989) suggests 
that both supervisee and supervisor need to be aware of the supervisory 
objectives, and that the supervisee has some input into thefr selection. 
Bernard and Goodyear (1992) go further and also suggest that it is not only 
important to have goals stated but also to "determine what evidence wiU be 
accepted as having met those goals" (p. 110). Further the supervisee needs 
to be aware of the evaluative procedures and perform some of them. It is 
evident that there is a clear need for the process of evaluation to be clearly 
thought through, understood and agreed to by both or aU participants, and 
followed through continuously for the duration of the supervision 
arrangement (Bernard 86 Goodyear, 1992; Borders 86 Leddick, 1987; 
Inskipp 86 Proctor, 1993; Stoltenberg 86 Delworth, 1987). Supervision is 
often an unequal relationship (Bernard 86 Goodyear, 1992; Kagan, 1983) as 
evidenced by the hierarchical structure of the Department of Education, 
and coUaboration such as previously suggested can assist to create 
favourable conditions for evaluation. 
Inskipp and Proctor (1993) suggest buUding regular reviews into the 
supervision process with both or aU participants having responsibUity for: 
a) monitoring - that is keeping watch on practice and progress. 
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b) evaluation - that is weighing up your practice against some 
specific criteria and judging how you are doing at any one 
time, and 
c) assessment - a once and for aU judgement of readiness (for 
instance to get a diploma or to take cUents within an agency) 
(p. 80). 
This Usting of component parts of the evaluation and review process 
provides some clarity for the task and purposes of evaluation. WhUe 
monitoring and evaluation wiU be a part of aU supervisory relationships, 
assessment may be appUcable only at certain times of a counsellor's career. 
For example, in counseUor training courses, assessment is used to 
determine whether a trainee meets the baseline requfrements of the 
profession, and only those who meet the requirements continue in the 
profession. In the context of the Queensland Department of Education, 
formal assessment may be more appUcable to guidance officers in training 
and guidance officers on probation rather than experienced guidance 
officers who have previously met the baseline requfrements. However, 
experienced guidance officers should be actively involved in monitoring 
thefr ongoing professional and personal development with their senior 
guidance officer. 
Monitoring, as suggested by Inskipp and Proctor (1993), clearly 
relates to the continuous nature of evaluation. In this regard, Bernard and 
Goodyear (1992) refer to formative and summative evaluation, and suggest 
that formative evaluation represents the bulk of the supervisor's work. 
They suggest that formative evaluation "stresses process and progress, not 
outcome" (Bernard 85 Goodyear, 1992, p. 105), and that summative 
evaluation occurs when a supervisee is assessed against predetermined 
criteria. In Inskipp and Proctor's (1993) model, monitoring and evaluation 
refer to the formative aspects of evaluation, and assessment refers to the 
summative aspects. It is therefore important that ongoing formative 
evaluation occurs throughout the supervisory process, as it provides the 
groundwork for summative assessment. Borders and Leddick (1987) 
suggest that 
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evaluative feedback is critical to a supervisee's learning. Supportive 
and chaUenging feedback faciUtate learning during the semester; 
final evaluations help supervisees consoUdate learning, determine 
what's next, and make goals and plans for continued growth (p. 51). 
The relevance of supervision to learning evidenced in the previous 
comment is reflected by Berg and Stone (1980) who claim that while 
trainee counseUors are able to learn skUls from a didactic demonstration, 
thefr qualitative performance can be improved by supervision. They suggest 
that individuaUsed feedback from a supervisor may be imperative if "the 
goal is to develop counselors who can go beyond counseling skiUs 
acquisition to skilful counseUng involving quaUtative responses" (Berg 86 
Stone, 1980, p. 508). 
However, evaluation presents inherent difficulties for supervisors. 
For example, it is as yet unclear what constitutes effective therapy (Bernard 
86 Goodyear, 1992). In addition, counseUors learn to be nonjudgemental, 
and therefore evaluation and therapy seem incompatible. Thus, it is 
important that the supervision relationship is constructive, that evaluation 
procedures are known in advance, and that evaluation is mutual and 
continuous. 
Evaluation of the supervisor. Bernard and Goodyear (1992) 
comment that "evaluation of supervision effectiveness is in an even more 
rudimentary stage than the evaluation of psychotherapy effectiveness" (p. 
122), and suggest the comparative newness of supervisor training as a 
possible reason. Evaluation of supervisors is critical if they are also to 
develop, and may be faciUtated through self-evaluation or by the 
supervisor's own supervisor. Supervisees may also provide a useful source 
of feedback. However, given the inequaUty of the supervision relationship, 
Bernard and Goodyear (1992) claim that "it is the supervisor who must 
provide the envfronment that encourages evaluation and structures a 
procedure to accomplish supervisor evaluation" (p. 124). Borders and 
Leddick (1987) suggest that being open to feedback, and modifying 
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behaviour is an appropriate way for supervisors to model to supervisees the 
desfre to grow. 
Evaluation can also be done using formal evaluation instruments, 
two of which wiU be described here as examples. The Supervisor Emphasis 
Rating Form (SERF, Lanning, 1986) provides paraUel rating forms for the 
supervisor and the supervisee to indicate the perceived areas of supervisor 
emphasis in counseUing supervision. Lanning designed the SERF around 
Bernard's (1979) three functional areas of supervision, specificaUy process 
skUls, personalisation skiUs, and conceptual skiUs. In addition, he included 
the fourth area of professional behaviours. However, a tendency for 
supervisors to inflate thefr self-ratings led to a revision of the SERF into an 
ipsative instrument, named the SERF-R (Lanning 86 Freeman, 1994). 
The Supervision Styles Inventory (SSI; Friedlander 85 Ward, 1984) 
also provides paraUel versions for supervisors and supervisees on which to 
evaluate the supervisor's style, that is "the supervisor's distinctive manner 
of approaching and responding to trainees and implementing supervision" 
(p. 541). The SSI rates supervisors on three factors: attractive, 
interpersonally sensitive, and task oriented. Friedlander and Ward (1984) 
suggest a link between supervisory style and the level of experience of the 
supervisee. For example, "supervisors are more task oriented with 
beginners, more attractive and interpersonaUy sensitive with interns" (p. 
541), evidence of the need for supervisors to be flexible in order to address 
the needs of thefr supervisees. The provision of information such as that 
generated in the two supervisor evaluation forms described above can be 
used to monitor supervisor development, and assist them in setting thefr 
learning goals. Thus there is a close relationship between evaluation and 
learning goals. 
Evaluation of supervision. Galassi and Trent (1987) present a 
conceptual framework for making decisions about the evaluation of 
supervision effectiveness. They suggest there are three issues to consider, 
specifically "the purpose of evaluation, the developmental stage of the 
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counselor, and the focus of evaluation - in selecting measures of 
effectiveness" (p. 260). The purpose of the evaluation may be decision 
oriented where the intent is to make decisions for a program or supervisor, 
or conclusion oriented where the hope of the evaluator is generaUsable 
results. They suggest that for most programs and supervisors, the purpose 
is decision oriented (Galassi 86 Trent, 1987). 
A significant question to be addressed is that of how counseUor 
effectiveness and development is defined by a program or supervisor, and 
how it wiU be measured. Possibly the most important aspect that needs to 
be addressed in thefr model is how changes in the measures can be a 
function of supervision. They comment that "measures of supervision 
effectiveness are of limited value in the absence of a procedure to indicate 
that changes on the measures are, in fact, accounted for by supervisory 
interventions" (Galassi 86 Trent, 1987, p. 266). Given the rudimentary 
nature of evaluation of supervision (Bernard 86 Goodyear, 1992), the 
framework presented by Galassi and Trent (1987) provides significant 
guidelines for future research in this area. 
Goal Setting 
As previously mentioned, evaluation and goal setting are closely 
tied. Goal setting provides a sense of dfrection for the supervisory 
relationship by determining a focus (Fox, 1983). Borders and Leddick 
(1987) suggest that it is important that the supervisee is actively involved 
in goal setting. Indeed, Fox (1983) suggests that developing goal oriented 
contracts for supervision fosters a coUaborative relationship. However, 
beginning counseUors may need assistance in formulating thefr learning 
goals. 
Goals are most Ukely to be effective learning tools if they are specific, 
observable, and measurable (Borders 86 Leddick, 1987; Fox, 1983). In 
addition, it is desfrable to identify the steps involved in achieving the goal, 
methods of evaluation, and possible constraints (Borders 86 Leddick, 1987; 
Fox, 1983). The steps involved in achieving a goal may provide a time frame 
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for the achievement of the goal. For example, short term and long term 
goals may be identified, a process closely related to counseUor 
development. The goals of supervision also provide a basis for supervisors 
to determine thefr interventions, and in doing so ensures that the 
supervision process meets the learning needs of the supervisee. 
The Structure of Supervision 
As evidenced by the previous discussion on contracting, evaluation 
and goal setting provide a structure for supervision. Freeman (1993) 
defines structure as a "process which consists of delineating the roles, 
responsibiUties and methods of supervision" (p. 247). Further, she suggests 
that structure in supervision may reduce anxiety in the supervisee which 
may interfere with learning or may be a source of resistance in supervision. 
Therefore the clarification of the supervision structure through contracting, 
goal setting and evaluation as discussed previously is beneficial to the 
learning process. 
Record Keeping 
Bernard and Goodyear (1992) make the sobering comments that "in 
a Utigious era the process of record keeping has gained in importance for 
helping professionals of aU discipUnes" (p. 168), and that wise supervisors 
ensure that thefr record keeping is current with national trends. Munson 
(1983) provides useful guidelines for record keeping suggesting that 
records include: 
1. The supervisory contract, if used or requfred by the agency. 
2. A brief statement of supervisee experience, training, and learning 
needs. 
3. A summary of aU performance evaluations. 
4. Notation of aU supervisory sessions. 
5. CanceUed or missed sessions. 
6. Notation of cases discussed and significant decisions. 
7. Significant problems encountered in the supervision and how 
they were resolved, or whether they remain unresolved and why 
(p. 184). 
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In the context of the Queensland Department of Education where senior 
guidance officers have responsibiUty for supervising not only experienced 
guidance practitioners, but also guidance officers on probation and 
guidance officers in training, keeping accurate and complete records 
becomes a significant task. Given the regional responsibUities for training 
and supervision, it also raises questions about consistency across the state 
and whether this is desfrable or possible. 
Format of Supervision 
WhUe the ethical considerations are relevant to all supervisory 
relationships, the implementation of supervision may take many forms. For 
example, the conduct of supervision varies in terms of its format and may 
include one-to-one supervision, group supervision, and peer supervision. 
In addition, within those formats, different techniques may be employed by 
supervisors such as case discussion or videotape presentations. Technique 
is sometimes informed by the psychotherapeutic orientation of the 
supervisor. The foUowing discussion of the implementation of supervision 
wiU be guided by these two aspects, that is format and techniques. Format 
wiU be discussed ffrst, foUowed by techniques. 
One-to-one or individual supervision is probably the most widely 
used supervision format. However possible formats include observation of 
Uve sessions, possibly using one-way mirrors or videotapes, reflecting team 
approaches, group and peer supervision, and cotherapy. Individual, group, 
and peer supervision wiU be discussed here as they are more frequentiy 
used, especiaUy in the context of the present study. 
Individual Supervision 
Individual supervision is the most widely used approach to 
supervision (British Association for CounselUng, 1988), and indeed it has 
been the focus of much of the supervision Uterature (HoUoway 86 Johnston, 
1985; McCarthy et al., 1988). A distinct advantage of individual supervision 
is that the focus of the supervisory session is entfrely on the needs of the 
supervisee, and the supervisor can taUor interventions accordingly. Some 
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disadvantages are that the supervisee receives friput from only one other 
person and cannot compare themselves with other counseUors, a situation 
which is in contrast with that of group supervision. 
The nature of the supervisory alUance and its ongoing maintenance 
as previously discussed is critical to the success of this form of supervision, 
as there are only two people involved in the process. However whUe much 
attention in the Uterature has been devoted to individual supervision 
(HoUoway 86 Johnston, 1985; McCarthy et al., 1988), Feltham and Dryden 
(1994) note that "many counseUor training courses recommend that 
trainees receive a mixture of individual and group supervision" (p. 45). In 
addition, McCarthy et al. (1988) claim that it is a myth that "individual 
supervision is the best type" (p. 25). 
Group Supervision 
Group supervision is a "widely practiced" (HoUoway 86 Johnston, 
1985, p. 332) and "prevalent experience" (McCarthy et al., 1988, p. 25). It is 
defined by Bernard and Goodyear (1992) as 
the regular meeting of a group of supervisees with a designated 
supervisor for the purpose of furthering thefr understanding of 
themselves as clinicians, or thefr cUents, or of service deUvery in 
general and who are aided in this endeavour by thefr interactions 
with each other and with thefr supervisor in the context of group 
process (p. 72). 
However, HoUoway and Johnston (1985) comment that "the field of 
counselor training is at a rudimentary level of explairung and 
understanding group supervision" (p. 338), and later writers (Bernard 86 
Goodyear, 1992; Hayes, 1989) note that Uttie research has been done on 
group supervision. 
Nowhere is it suggested in the Uterature that group supervision 
replace individual supervision, but rather that it be used to supplement it 
(Bernard 86 Goodyear, 1992). Alternatively, group supervision may be 
included in programs which "might include various patterns of individual, 
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group, and peer supervision that respond to the changing needs of 
supervisees and the demand characteristics of the training site (time, staff, 
avaUabiUty of space, etc.)" (Hayes, 1989, p. 412). Thus at a given time, 
counseUors may in fact be participating in more than one type of 
supervision. 
Kadushin (1985) also draws attention to the need for supervision to 
focus on the needs of the supervisee, and he expresses concern that group 
supervision may be dfrected to the general, common needs of aU 
supervisees rather than the particular needs of individual supervisees. He 
also claims that there is potential for supervisees to hide in the numbers of 
the group supervision process. In addition, Getzel and Salmon (1985) 
suggest that strict confidentiaUty is more difficult to uphold in group 
supervision, and that formal evaluation processes be done individuaUy to 
protect privacy. 
The British Association for Counselling (1988) raises the concern 
that group supervision may not provide individual supervisees with 
adequate time and attention given "the diverse needs of trainees both at 
different levels and with different issues and concerns" (Stoltenberg 86 
Delworth, 1987, p. 164). In relation to this, the British Association for 
CounseUing (1988) questions the adequacy of groups of more than five or 
six participants. 
It is accepted in the Uterature that an understanding of and abiUty 
to facUitate group process is needed by the supervisor (Bernard 86 
Goodyear, 1992; Getzel 86 Salmon, 1985; Hayes, 1989). Thus for 
supervisors, group supervision becomes an act of balancing the role of 
cUnical supervisor with that of group faciUtator as the issues of group 
process must also be contended with (Hawkins 86 Shohet, 1991). By way of 
illustration of this balance, Taibbi (1995) draws attention to issues which 
group supervisors need to consider prior to the formation of the group, 
many of which are fundamental to group facUitation. For example, he 
suggests that issues such as the purpose, composition, and size of the 
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group need to be considered, as weU as whether the group is the primary or 
secondary source of supervision. 
Once a group is under way, Sansbury (1982) suggests that the 
supervisor may attend to 
1. teaching interventions dfrected at the entfre group; 
2. specific case oriented information, suggestions, or feedback; 
3. affective responses of a particular supervisee as the feeUngs 
pertain to his or her cUent, and; 
4. the group's interaction and development, which can be used to 
faciUtate supervisee exploration, openness and responsibUity (p. 
54). 
Sansbury's (1982) interventions are in line with Holloway and Johnston's 
(1985) claim that group supervision generaUy addresses didactic material, 
case conceptualisation and interpersonal process. These interventions 
clearly have the potential to attend to supervisees' personal, professional, 
and competency development, aU discussed in chapter 2 as reasons for 
supervision. 
There are certain advantages of group supervision including cost 
and time effectiveness (Bernard 86 Goodyear, 1992; Hawkins 86 Shohet, 
1991; Hayes, 1989; HoUoway 86 Johnston, 1985; McCarthy et al., 1988), a 
greater range of input and feedback (Hawkins 86 Shohet, 1991; McCarthy et 
al., 1988), and coUaborative learning through interactions with others 
(Hayes, 1989; HiUerbrand, 1989). WhUe cost and time effectiveness are 
frequentiy cited reasons for group supervision, they alone do not justify 
using group supervision. Rather "the real benefits to be realized in group 
supervision are from the unique contributions groups have to make to the 
personal and professional development of supervisees" (Hayes, 1989, p. 
400). In this regard, Sansbury (1982) claims that "a major value of the 
group is that it provides an exceUent setting for the type of learning that 
includes an affective or behavioral experience foUowed by cogrutive 
integration" (p. 54). 
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WhUe it is clear that group supervision has a place in cUrUcal 
supervision, the nature and conduct of groups is less clear and ranges 
from its early history in interpersonal process groups (HoUoway 86 
Johnston, 1985) to the very structured approach suggested by WUbur, 
Roberts-WUbur, Morris, Betz, and Hart (1991). More recentiy, group 
supervision has usuaUy involved the case presentation approach 
(Stoltenberg 86 Delworth, 1987). In discussing the supervision of social 
workers in organisations, Getzel and Salmon (1985) conclude that "group 
supervision is a positive approach in the professional organizational 
envfronment of social workers" (p. 41). SimUar consideration could be given 
to the appropriateness of group supervision of guidance officers. WhUe the 
research on group supervision is sparse, the research on the effectiveness 
of groups is extensive, and it seems that the effectiveness of group work 
has been taken to indicate that it wiU be effective as a process for 
supervision. However, as with several other areas of clinical supervision 
literature and research, Uttie is actuaUy known about the process of group 
supervision, with HoUoway and Johnston (1985) remarking on its intuitive 
appeal and that it is "widely practiced but poorly understood" (p. 332). To 
illustiate the diversity in approaches to group supervision, several models, 
including peer group supervision, wiU now be discussed. 
Structured group supervision. WUbur et al. (1991) present a 
structured group supervision model which outlines the process of 
supervision in four steps with an optional fifth step. Its format is basicaUy 
one of case presentation, foUowed by questions and feedback from other 
group members. The supervisee presenting the case is given time to reflect 
on the feedback, and then gives feedback to each group member in turn. In 
its structure, this model faciUtates the involvement of aU group members 
who take turns in asking questions of the supervisee and providing 
feedback. Bernard and Goodyear (1992) beUeve that the structured 
approach works weU "with groups that approach the task of case 
conferences in an overly cautious fashion (p. 77). However whUe this model 
includes a step which faciUtates the group feedback process, it does not 
attend to the issues of group process. A study of this model (WUbur, 
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Roberts-WUbur, Hart, Morris, 86 Betz, 1994) estabUshed its usefufriess fri 
the development of counseUing skUls and personal growth in beginning 
trainees. 
Peer Supervision 
Benshoff and Paisley (1996) suggest that "peer supervision has been 
defined as a process through which counselors use thefr relationships and 
professional skiUs to assist each other in becoming more effective and 
skUful helpers" (p. 314). As with other t5^es of supervision, peer 
supervision may be conducted in one-on-one supervisory relationships or 
in groups. Peer group supervision has been a growth area in supervision, 
and as such is an "important ingredient in the vitaUty of the mental health 
professions" (Bernard 86 Goodyear, 1992, p. 83). Peer supervision could be 
seen as a response to rapid societal and organisational change, and the 
increasing complexity of case loads. However as with group supervision, 
"peer group supervision is widely advocated but infrequentiy described" 
and there is Uttie to guide its organisation and conduct (Borders, 1991b, p. 
248). 
As with group supervision, the stages of group development have to 
be monitored and facUitated. However peer supervision raises the question 
of leadership and responsibiUty for group facUitation. Although leaderless, 
peer group supervision processes stiU need leadership. Spicuzza and De 
Voe (1982) suggest that "leadership is a critical phenomenon that 
influences the success of the group" (p. 98). Further they suggest that 
some groups founder for want of a leader whUe others have to contend with 
power struggles from several members. Bernard and Goodyear (1992) 
suggest that the issue of leadership may be addressed by rotating the role. 
What is clear is that the issue of leadership must be dealt with, and that 
"the selection of leader or leaders should not occur accidentaUy (Spiccuza 
86 De Voe, 1982, p. 98). 
Peer supervision also operates outside the formal evaluation process 
of supervision (Stoltenberg 86 Delworth, 1987). The absence of a leader and 
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the lack of the evaluative component of supervision, raise a concern 
expressed by Feltham and Dryden (1994) that no one has "any final 
authority or clear mandate, for example to report any unprofessional 
behaviour" (p. 48). Because of the lack of evaluation in peer supervision, 
Benshoff and Paisley (1996) suggest that the term "peer consultation" (p. 
314) may be a more appropriate description, and use the terms peer 
supervision and peer consultation interchangeably. Bernard and Goodyear 
(1992) also indicate that peer supervision processes need a plan for case 
presentation. Borders (1991b) presents a systematic approach to peer 
group supervision in which there is a definite leader role. Peer supervision, 
whether in groups or one-on-one, can take many forms from case 
discussions to the use of videos. Three models of peer supervision 
including that of Borders (1991b), RenUey et al. (1987), and Benshoff and 
Paisley (1996) wiU be discussed here. 
Borders' systematic approach to peer group supervision. Borders' 
model (1991b) is simUar to the structured approach to group supervision 
(WUbur et al., 1991) previously discussed in that they are both facUitated 
by a clearly designated leader. Borders' (1991b) approach to peer 
supervision was developed in a training setting and is facUitated by the 
supervisor. The complexity of the role of supervisor in group supervision is 
clearly evident in this model, with Borders claiming that the supervisor 
"must be a skiUed teacher, counselor, consultant, and group leader", 
whose "artistry in recognising needed and appropriate interventions, 
assigning tasks to particular peer group members and orchestrating the 
feedback" (p. 249) is critical to the success of this approach. 
The ffrst session with the group deals with goal setting and the 
development of a supportive envfronment, thus attending to issues raised 
by McCarthy et al. (1995) about informed consent. Supervisees present 
thefr work on video, and Borders (1991b) outUnes a procedure of six steps 
for the peer group to foUow. Ffrst, the supervisee identifies questions and 
requests feedback, foUowing which peers choose or are assigned roles or 
tasks for the video review. The supervisee then presents the preselected 
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videotape segment, after which peers give feedback according to thefr 
preassigned roles or tasks. During this time the supervisor faciUtates the 
process by acting as a moderator and process observer. The final step 
occurs when the supervisor summarises the feedback or the discussion. 
Borders' (1991b) model provides an opportunity for aU participants 
to provide honest and constructive feedback. A strength of this model is 
that it takes account of developmental levels and can be adapted for 
beginning and experienced counseUors. It may also be used for individual 
supervision and the supervision of supervisors. Significantiy the process 
recording role of the leader monitors group process, an issue not addressed 
in WUbur et al.'s (1991) model. The methods used in this model can also be 
used by counseUors for self monitoring. 
Remley, Benshoff and Mowbray's model. In a simUar way to the 
approach presented by Borders (1991b), this model provides a structure for 
counseUors to morutor thefr practice, increase thefr confidence, and 
develop thefr counseUing skiUs. However, unlike Borders' (1991b), this 
model involves two people rather than a group. Therefore it sets out 
guidelines for selecting a peer supervisor and estabUshing the supervisory 
relationship in line with McCarthy et al.'s (1995) informed consent. Remley 
et al. (1987) suggest that trust is the most important element in peer 
supervision, but that selection of a peer can be guided by the peer's level of 
training and experience, theoretical foundation, thefr work setting, and 
gender. 
Remley et al. propose a ten session model where each session lasts 
for an hour. The first session attends to the issues of informed consent 
including providing information on the peers' professional backgrounds, 
self-assessment, and goal setting. Sessions two to five include oral case 
study presentations, counselling tape reviews and discussion of 
professional reading. Session six is described as intermediate evaluation, 
where their goals and the supervision process are evaluated with the 
intention of revision where necessary. Sessions seven to nine also include 
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counseUing tape reviews, case presentations and discussion of current 
issues, and session ten is an evaluation session. Evaluation provides an 
opportunity to review the participants' achievement of goals, expectations 
about supervision, the sessions of the model, and the peer relationship. 
Importantiy, the final evaluation session provides closure for the process. 
Structured peer consultation model. Benshoff and Paisley (1996), 
adapted Remley et al.'s (1987) model for peer consultation, and present a 
nine session peer consultation model to assist school counseUors receive 
feedback on thefr counselling skUls. Participants are involved in two main 
activities, review of counselling tapes and case study presentations. As with 
Remley et al.'s model, attention is paid to the setting up, evaluation, and 
termination processes. Benshoff and Paisley evaluated thefr model with a 
group of school counseUors who were provided with training in the model. 
The findings indicated that the participants found the model was helpful, 
provided them with support and new ideas, and helped fiU a "supervision 
void" (Benshoff 86 Paisley, 1996, p. 317). 
Discussion of peer supervision. It is curious that whUe Benshoff and 
Paisley (1996) claim that "peer consultation is unlikely to replace formal 
counseling supervision" (p. 317), there is clear evidence throughout the 
Uterature that Uttie "formal counseUng supervision" of school counseUors 
actuaUy takes place (Barrett 86 Schmidt, 1986; Borders 86 Usher, 1992; 
Boyd 86 Walter, 1975; Paisley 86 Borders, 1995; Roberts 86 Borders, 1994; 
Sutton 86 Page, 1994), despite thefr expressed desfre for it (Borders 86 
Usher, 1992; Roberts 85 Borders, 1994). Therefore peer supervision may 
help to meet school counselors' need to receive feedback on thefr 
counseUing from coUeagues who have simUar training and work experience 
to them (Benshoff 86 Paisley, 1996). In a recent study (Cmtchfield 86 
Borders, 1997), cUnical peer supervision did not have a statisticaUy 
significant impact on job satisfaction, seff efficacy or counseUor 
effectiveness of the school counseUors who participated. However, thefr 
subjective responses suggested that peer supervision was helpful to them, 
specifically in the areas of "(a) coUegial/professional support and (b) 
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concrete feedback on counseUing skiUs, approaches and perspective 
taking" (p. 227). What is requfred for this to occur is a commitment to and 
interest in supervision by at least two people who are wiUing to set aside 
some time for the activity. 
WhUe peer group supervision seems to imply less formal supervisory 
arrangements, the models presented clearly demonstrate that an amount 
of structure is necessary if peer supervision is to be successful. This is 
evidence of Bernard and Goodyear's (1992) claim that peer groups, whUe 
leaderless, stiU need leadership and structure. Given the lack of training in 
supervision of most supervisors and supervisees as previously discussed, 
the clarity of the process of supervision provided by such structure is 
particularly useful. This is evidenced in the findings of Benshoff and 
Paisley (1996) who found that structure was important to the participants 
of thefr study, who "seemed to Uke having a clear focus and dfrection for 
each session along with detaUed instructions for how to proceed" (p. 317). 
Of significance is the attention given in these models to the issues of 
leadership, setting up the supervision relationship, case presentation, 
monitoring the supervisory relationship, and structure. What is clear is 
that peer supervision does not mean an informal chat, but rather 
comprises an activity where the supervision of one participant is facUitated 
by another through a supervisory process which can occur in a smaU 
group or in a one-on-one situation. 
WhUe the perceived benefits of peer supervision include a lack of 
formal evaluation, increased responsibiUty for self and peer assessment, 
and the development of supervision skiUs (Remley et al., 1987), concern is 
also expressed that there wiU be an over emphasis on support to the 
exclusion of critical feedback (Runkel 86 Hackney, 1982). Thus counseUors 
need to be clear that informal discussions about thefr work with a peer 
may not necessarUy constitute peer supervision. Distinction would need to 
be made between informal chats, and structured processes where the 
supervision of one counsellor is being faciUtated by a peer, before it could 
be regarded as peer supervision. 
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Techniques of Supervision 
In addition to the format of supervision, supervisors may choose 
from a variety of techniques to conduct supervision. The techrdques used 
in cUrUcal supervision may include interventions based on the 
psychotherapeutic approaches, "observation of and feedback on Uve or 
taped counselor activity" (Henderson 86 Lampe, 1992, p. 151), problem 
solving, case discussion, the use of audio or videotapes, role playing, and 
psychodrama. Case discussion, the use of technology, interpersonal 
process recaU, and creative techniques wUl be described here. In addition, 
some future trends based on the use of technology wiU be discussed. 
Case Discussion 
Much of what is discussed in clinical supervision takes the form of 
case discussion based on seff-reports of cases. However, according to 
Cheston (1992) "there is a dearth of Uterature on the actual case 
presentation format itseU" (p. 149), a view shared by other authors (Biggs, 
1988; HoUoway 85 Johnston, 1985; McBride 86 Martin, 1985). Concem is 
also expressed in the Uterature (Borders 86 Leddick, 1987; Feltham 86 
Dryden, 1994) about the reUabiUty of material presented in case discussion 
because "consciously and unconsciously, counseUors are probably incUned 
to attend to certain data and to neglect other material" (Feltham 85 Dryden, 
1994, p. 29). This means that supervisors have a more dffficult task in 
monitoring the work of the counseUor because they have to rely on the 
accuracy of the seff-report of the counseUor, and there is no way for them 
to see or hear what the counseUor is actuaUy saying or doing. In addition, 
counseUors are generally responsible for selecting which case they present, 
and there is no way for the supervisor to know whether there are other 
areas of the counseUor's practice which need assistance. Models of case 
conceptuaUsation have been developed to assist in the presentation of 
cases. Four models wUl be presented here, specificaUy those of Loganbill 
and Stoltenberg (1983), Biggs (1988), Cheston (1992), and Stevens and 
Morris (1995). 
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LoganbUl and Stoltenberg (1983) present a case conceptuaUsation 
format which provides information on both the cUent characteristics and 
the trainee's conceptuaUsation skUls. Thefr guidelines consist of six 
sections specificaUy: identifying data, presenting problem, relevant history, 
interpersonal style, envfrormiental factors, personaUty dynamics including 
cognitive, emotional and behavioural factors, counseUor's 
conceptuaUsation of the problems, and treatment plan. Such a format 
clearly indicates the amount of preparation and prior thought that needs to 
be done before a case is presented for supervision, an issue sometimes 
overlooked by supervisors and supervisees. 
In an attempt to address some of the concerns related to case 
presentation. Biggs (1988) also proposes a case presentation approach 
which has as a goal the "exploration of different ways of thinking and 
relating to cUents" (p. 240). This approach is based on two assumptions. 
The first is "to improve supervisee conceptualization skiUs through 
development of complex and integrated thinking skiUs", and the second is 
to focus on "conceptual issues related to the relationship between the 
cUent's condition and choice of treatments rather than extensive 
descriptions of the cUent's condition" (Biggs, 1988, p. 242). Biggs (1988) 
proposes three conceptuaUsation tasks which bear some simUarities to the 
format of LoganbiU and Stoltenberg (1983). The three tasks provide the 
basis for case review, and are 
(a) identifying how observations and inferences are used to provide 
the evidence for cUrucal judgements, 
(b) describing and discussing major dimensions of the counseling 
relationship, and 
(c) describing the assumptions regarding the cUent's personality, 
problem condition and choice of treatments (Biggs, 1988, p. 243). 
Other authors (EUis, 1988; HoUoway, 1988; Prichard, 1988) have 
acknowledged Biggs' (1988) contribution to the development of supervisee 
case conceptualisation skills, with EUis commending the drawing together 
of the two areas of case presentation and cognitive development. However, 
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aU three authors consider that Biggs (1988) has not adequately addressed 
the impUcations of supervisee level of cogrutive development and the 
different interventions and supervision envfronments that might be 
needed. HoUoway (1988) also raises questions about the approach's 
reUance on counseUor self-reports which could be flawed, and the benefits 
of using observational data, for example audio or videotapes. 
WhUe there is value in case discussions, the use of audio or 
videotapes of counseUing sessions aUows counseUors and supervisors to 
see or hear what actuaUy happened in the counselUng session. This 
enables counseUors and supervisors to compare thefr perceptions of the 
counseUor's work, and may lead to goal setting. The use of audio or 
videotapes is integrated into a case presentation paradigm presented by 
Cheston (1992) who also clearly indicates the preparation that is needed by 
supervisees before a case is presented. It is important that supervisees give 
prior thought to case presentation, the format of which may have been 
negotiated with thefr supervisor. Cheston's paradigm focuses on the whole 
person and organises a case presentation into four areas: "the 
characterological analysis, the system analysis, the goal analysis, and the 
analysis of the therapeutic intervention" (p. 149). Significantiy, her model 
can be used in either group or individual supervision, and takes into 
account the developmental level of the supervisee as different areas can be 
used for beginning or more advanced supervisees. 
More recentiy, Stevens and Morris (1995) have developed a model of 
case conceptuaUsation based on those of LoganbiU and Stoltenberg (1983) 
and Biggs (1988). Stevens and Morris suggest that thefr fourteen 
component case conceptuaUsation format helps distinguish between 
observation and inference, thereby fostering critical thinking. In addition, it 
can also be adapted to the developmental stage of the trainee. However, its 
fourteen component format renders it "cumbersome and time consuming" 
(Stevens 85 Morris, 1995, p. 92), and limits its usefulness. However, it 
serves as evidence of the ongoing development in the field of clinical 
supervision. 
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Use of Technology in Supervision 
As previously discussed, the use of audio or videotaped counselling 
sessions in the supervision session has much to offer. However there is 
evidence that outside of training settings, there is Uttie use of this 
technology (ColUns 86 Bogo, 1986; Kadushin, 1974). The use of technology 
brings with it certain ethical issues, specificaUy the informed consent of the 
client. CUents need to know that the session is being taped, how the tape 
wiU be used, who wiU be seeing or hearing it, how the tape wiU be stored, 
and how the tape wiU be disposed of Written permission is often sought 
from clients before taping commences. 
Interpersonal process recaU. Interpersonal process recaU (IPR) is 
widely used in counseUor training, and is probably the best known 
approach to supervision using videotapes of the counseUor's work. 
However, in the context of the present study it is Uttie used, and its 
discussion here wiU be brief IPR "dfrects the counselor's attention to the 
intrapersonal and interpersonal d5niamics of the interaction" (Bradley, 
1989, p. 79). Emanating out of the psychotherapeutic approach to 
supervision, IPR was ffrst developed by Kagan and Krathwohl in 1967 
(Bradley, 1989) and is well documented, unlike many other areas of the 
supervision Uterature. Supervisees play back an audio or videotape of thefr 
counseUing session, and the supervision process is faciUtated by 
supervisors trained in the IPR process who "utilize inductive questioning" 
(Bradley, 1989, p. 79). The questioning helps supervisees to identify thefr 
feeUngs or thoughts during the counselling process, and examine the 
effects of these on the counseUing process. The process can be extended to 
one of mutual recaU where the cUent is also present during the supervisory 
session and is also encouraged to recaU thefr experience of the process. A 
distinct advantage of this form of supervision is the use of audio or 
videotapes as an aid to recaU. 
Creative Techniques 
The previous techniques depend to a large extent on discussion 
between the supervisors and the supervisee whether technology is used or 
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not. Thus they may not suit the learning styles of aU supervisees. Drawfrig 
on the psychotherapies, WUkins (1995) and Ishu Ishiyama (1988) propose 
creative approaches as alternatives that can be used in supervision. The 
approach of WUkins wiU be discussed ffrst, foUowed by that of Ishu 
Ishiyama. 
WUkins (1995) draws on psychodrama to present examples of how 
creative approaches can be brought into the supervision process. He claims 
that these approaches can address the formative, supportive or restorative, 
and managerial or normative functions of supervision as outlined by 
Hawkins and Shohet (1991), and that it is not necessary for supervisees to 
have a psychodynamic orientation. The techniques he advocates include 
the use of art and role reversal which he uses as 'warm-ups' in 
psychodrama terms. FoUowing the 'warm up', the supervision can move 
into role play and role training, psychodramatic enactments or surplus 
reaUty. These techniques are best used in a group format, where 
supervisees are provided with a rich opportunity for learning about 
themselves in relation to others by involvement in the processes. This 
approach to supervision clearly Ulustrates the variety of interventions and 
creativity that is possible in supervision. In a simUar way to IPR, this 
approach has clear Unks to the psychotherapies, and the techniques reflect 
some of the theoretical underpinnings of the psychotherapy. However, it is 
presented here to iUustrate the range of techruques possible in supervision. 
In another creative approach, Ishu Ishiyama (1988) uses a 
structured process involving metaphor and drawings to facUitate the 
supervision process. The ffrst step of the process is the completion of 
sentence stems in what is described as a "non-visual case description" (p. 
155). The second step encourages participants to identify metaphors or 
images based on thefr perception of the case. Case drawing is the next 
step. In this step, participants draw a representation of thefr case by using 
their metaphors, images, symbols, and any descriptive words. The final 
step is case presentation and discussion where the supervisees explain 
their case using thefr drawing, and other group members help them to 
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process it. Ishu Ishiyama suggests that case processing using metaphor 
and drawings is a "viable alternative to conventional, non-visual 
approaches to case conceptualization and presentation" (p. 160) which are 
usuaUy verbal. However, the use of art wUl not suit the learning styles of 
some supervisees who may need to be provided with other options. Ishu 
Ishiyama claims that supervisees may become more seff focused than case 
focused using this method because the use of metaphor and drawing taps 
into thefr subjective processes. 
Future Trends in Supervision 
Much of what has previously been written in the Uterature focuses 
on the need for people to meet in person to conduct professional 
supervision. However advances with computer technology have opened up 
new possibiUties via the use of the internet (Myrick 86 SabeUa, 1995; 
Sampson, Kolodinski, 86 Greeno, 1997). Sampson et al. claim that 
supervision is a potential appUcation of the information highway. They 
suggest the use of electronic fUe transfer as preparation for supervision and 
the use of audio and videoconferencing. In addition, they posit that the use 
of such technology to involve remote personnel in supervision may be cost 
effective. For example, guidance officers could access a serUor guidance 
officer from whom they are isolated. Technology also presents possibiUties 
for easier access to speciaUsts outside the immediate region of the 
guidance officer. However, Sampson et al. also raise concerns about ethical 
issues related to the use of the information highway including 
confidentiality, lack of awareness of location specific factors, and equaUty of 
access to the internet and the information highway. They also express 
concem about potential relationship development issues in counselling 
and supervision using videoconferencing, and suggest that further 
research is needed to clarify these issues. 
Myrick and SabeUa (1995) describe a process of E-maU supervision 
whereby a group of supervisees accessed each other's feedback and ideas 
via E-maU communication without any actual 'real-time' interaction. In the 
Queensland Department of Education, remoteness and its associated 
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issues of few, if any peers, few supervisors, and excessive travelling time, is 
an issue faced by many guidance personnel. E-maU offers guidance officers 
"the basis of a network that convenientiy connects counselors and 
supervisors, individuaUy and in groups" (Myrick 85 SabeUa, 1995, p. 39). 
Supervisees requested help of thefr E-maU coUeagues in a sfrnUar way to 
members of other organised supervision groups, that is they outlined their 
case by describing thefr cUent, the presenting problem, behaviours related 
to the problem, counseUor interventions, and expressed thefr concerns. 
Thefr request was transmitted to other group members via the supervisor. 
A particular advantage of this method of supervision over telephone caUs is 
that the supervisee gets a written response from several coUeagues which 
can be kept. The authors noted that the participants found more 
advantages in the process than limitations. 
Several formats and techniques of clinical supervision have been 
presented. However they are by no means an exhaustive Ust, but rather 
examples of possible approaches to clinical supervision. To a great extent 
the format and techniques chosen by a supervisor wiU reflect their 
therapeutic orientation and thefr training in cUnical supervision. However, 
the context of supervision may also affect the conduct of supervision. 
The Supervisory Context 
HoUoway (1992) notes that supervision "exists in the context of the 
profession's requfrements for training, the organisation's poUcies and 
needs, the supervisee's learning requfrements, the supervisor's teaching 
objectives, and the consumer's need for effective professional service" (pp. 
180-181), sentiments supported by other authors (Hart, 1982; Stoltenberg 
85 Delworth, 1987). In addition, Hart observes that both supervisor and 
supervisee are influenced by the setting, but claims that there is no Unear 
relationship between the influences of the context and the supervisory 
process. Further, he claims that context may be used as a determinant by 
supervisors when deciding which model of supervision to use. However, 
despite agreement that counseUors should receive supervision, there is 
evidence that the most supervision counseUors receive is in the context of 
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thefr training, and that supervisory support is not common practice in 
many work settings (Borders 85 Usher, 1992; CoU, 1995). 
LoganbiU et al. (1982) acknowledge the importance of the setting in 
the counselling relationship, and Clarkson and GUbert (1991) claim that 
"organisational and contextual factors" (p. 156) should be considered in the 
training of supervisors. Shohet and Wilmot (1991) comment that 
supervisory issues may sometimes be issues of context, and that the 
supervisor needs to be aware of the context in which supervision takes 
place. In this regard, attention to the setting and context of this study is 
important as particular contexts give rise to thefr own vagaries of cUnical 
supervision practice which evolve on the basis of thefr own needs, levels of 
tiaining, the needs of the supervisees, and cUent needs. 
The context of supervision is clearly important as evidenced by the 
stark contrast between training settings where most supervision is likely to 
take place in the training years, and most work settings where Uttie 
supervisory support is provided. Getzel and Salmon (1985) discuss 
concerns which have been raised about the provision of supervision in the 
workplace, in particular, the educational function of supervision and 
whether counseUors can become professionaUy independent whUe they 
remain dependent on a supervisor. Ross (1992) echoes these concerns by 
claiming that in social work, "the anti-supervision position is commorUy 
defended with the contention that master's-level social workers have the 
knowledge and skiUs necessary for independent practice" (p. 83). In 
essence, this position questions why highly trained professionals such as 
counseUors cannot operate independentiy of supervision. SimUar 
comments could be made about why guidance officers, who are among the 
most highly acadenucaUy qualified personnel in the Department of 
Education need supervision when teachers and principals do not receive it. 
Bernard and Goodyear (1992) reflect on the interconnectedness 
between supervision and the context in which it occurs and claim that 
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"cUnical supervision cannot make up for a weak program or a weak 
organisation" (p. 127). They also suggest that 
when supervision is performed in the context of program evaluation, 
accountabiUty is a more concrete concept. . . It also promotes the 
viewing of cUnical evaluation not as a disconnected, worrisome 
necessity but as integral part of a larger whole, a system which is 
committed to studying the benefits and UabiUties of its own actions 
(p. 127). 
Thus there is a need for clinical supervision to be viewed as an integral part 
of the organisational context rather than an optional extra. Boyd (1978) 
suggests that supervision programs with "a comprehensive set of goals and 
a synthesized methodology can significantiy strengthen a helping-service 
program" (p. 210). 
Further he proposes three steps in "activating the supervision 
function" ( Boyd, 1978, p. 210), specificaUy: 
• lajdng the groundwork, 
• identifying supervisors, and 
• establishing the supervision parameters. 
In laying the groundwork, Boyd (1978) notes that the interest and 
commitment of counseUors and supervisors is essential, and that they can 
advocate for supervision. He also notes that administrative supervisors 
need to be educated about cUnical supervision. Boyd's comments highUght 
the importance of the earUer discussion on the need for supervisors to 
understand and be able to articulate conceptual assumptions about 
clinical supervision. 
Interestingly, in Ught of the discussion in chapter 2 on the selection 
of supervisors, Boyd (1978) suggests either selecting a trained supervisor 
or training an existing staff member as a supervisor. In addition, he claims 
that "supervision programs usuaUy have modest beginnings and are 
developed over time as the supervisor and staff become accustomed to the 
function and learn to use it to their advantage" (p. 211). Boyd's notions on 
"activating the supervision function" (p. 210) are reflected in the systematic 
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program used by Henderson and Lampe (1992) to implement a system of 
cUnical supervision throughout thefr school district. As a result of their 
effort, they report "a continuous upgrading of the service counselors 
provide to the district's students, parents, and stafT (Henderson 86 Lampe, 
1992, p. 157). 
Boyd (1978) also suggests the need for a written supervision 
program which should be developed by the supervisor, counseUor, and 
administrative superiors. He also stresses the importance of the 
"discreteness of the supervision function" (p. 211) and notes that when 
supervision is one of several functions, it can "lose properties which make 
it worthwhUe" (p. 211). Boyd goes on to note that the aUotment of time for 
supervision for both counseUors and supervisors is critical. While the 
conceptuaUsations discussed in chapter two underpin the conduct of 
cUnical supervision, it would seem that there is a significant gap between 
the rhetoric of the cUnical supervision Uterature and the conduct of 
supervision outside of training settings. 
The Context of Supervision in Schools 
Clinical supervision in school settings wiU have features not present 
in other organisations or in training settings such as universities. For 
example, school counseUors generaUy represent a minority profession 
within schools or educational authorities such as the Queensland 
Department of Education. In addition, many school counseUors service 
several schools, most do not belong to a faculty within schools, and most 
have an office of thefr own and do not share a staff room (Mara, 1991). 
Therefore they are isolated by the nature of thefr employment and by the 
nature of thefr profession. Such isolation raises questions about "who 
supports the counseUor" (Mara, 1991, p. 1). In answer to his own question, 
Mara suggests that those most able to provide such support are members 
of the school counseUor's own profession. However, he also suggests that 
school counseUors are "inclined to neglect thefr own needs and to focus on 
the needs of others" (p. 2). An appropriate means of providing support for 
school counseUors is supervision (Sutton 86 Page, 1994). 
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However, whUe it is widely claimed that school counseUors should 
receive clinical supervision and administrative supervision, as weU as 
program or developmental supervision (Barret 86 Schmidt, 1986; Roberts 86 
Borders, 1994), supervision for school counseUors has been "on the 
periphery of professional discussion for many years" (Barletta, 1996, p. 5). 
Administrative and program supervision can be provided by school 
personnel such as principals, whereas clinical supervision should be 
conducted by experienced counsellors trained in supervision practice. The 
focus of this review is on cUnical supervision. 
The extant Uterature does not paint a rosy picture of clinical 
supervision for school counseUors. For example, as early as 1975, Boyd 
and Walter claimed that "supervision for the school counselor is in short 
supply, and much of what passes for supervision is actuaUy 
administration" (p. 103). Further, in 1978, Boyd commented that the 
supervision of practicing school counselors is "largely unrecorded and 
lacking in documentation" (p. 328). 
Since the 1970s, Uttie has changed for school counseUors. For 
example, Barrett and Schmidt (1986) identify school counseUor supervision 
as an over looked professional issue, Sutton and Page (1994) reflect on a 
"paucity of research" and an "apparent lack of practice" (p. 33), and 
Benshoff and Paisley (1996) note that "there is a glaring absence of 
counseling supervision for school counselors" (p. 314). Further Sutton and 
Page (1994) claim that school counseUors seem to have integrated clinical 
supervision into thefr professional routine less than other groups of 
professional counseUors. This is reflected in a survey of National Certified 
Counselors (Borders 85 Usher, 1992), where school counseUors "reported 
significantiy fewer hours of postdegree counseUng supervision than did 
counselors in other work settings (i.e., commurdty mental health agencies 
and private practice)" (p. 595). Thus despite knowing for over 20 years that 
Uttie supervision was provided for school counseUors, Uttie has changed for 
them and the area stiU remains underresearched. 
129 
However, a small number of studies on the supervision of school 
counseUors have been conducted, and thefr findings wiU be presented 
throughout the foUowing discussion. Some studies (e. g., Benshoff 86 
Paisley, 1996; Cmtchfield 86 Borders, 1997; Matthes, 1992) have focused 
on particular issues related to school counseUor supervision, for example 
peer supervision and the induction of school counseUors which have been 
discussed elsewhere in this review. 
The studies to be discussed here include those which examined 
the broad issue of school counseUor supervision. The earUer studies in 
the area of supervision of school counsellors (Schmidt 86 Barret, 1983; 
Wilson 86 Remley, 1987) focused on supervisors of school counsellors. 
However, more recent studies (Roberts 86 Borders, 1994; Shanks-Pruett, 
1991; Sutton 86 Page, 1994) have focused on school counseUors and the 
supervision they receive. Unlike the other studies mentioned, those of 
Borders and Usher (1992) and Usher and Borders (1993) included school 
counsellors as part of a varied population of National Certified Counselors 
in North America. The findings wUl be included in discussion on the 
provision of cUnical supervision, reasons for school counsellor 
supervision, organisational influences, and professional leadership. 
The Provision of Clinical Supervision 
Previous studies have consistentiy found that the provision of 
cUnical supervision for school counseUors is less than adequate (Borders 86 
Usher, 1992; Roberts 86 Borders, 1994; Shanks-Pmett, 1991; Sutton 86 
Page, 1994). In particular, Shanks-Pruett (1991) describes the provision of 
supervision when it did occur as inconsistent and haphazard, whereas 
most of the respondents in the study by Borders and Usher (1992) reported 
no post degree supervision. Elementary school counseUors more frequentiy 
received supervision than secondary school counseUors (Robert 86 Borders, 
1994; Sutton 86 Page, 1994). However, despite this bleak picture, school 
counseUors want and need supervision (Borders 85 Usher, 1992; Roberts 86 
Borders, 1994; Sutton 85 Page, 1994). WhUe some sought supervision from 
private providers (Shanks-Pruett, 1991), most counseUors prefer on site 
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supervision provided by the employer on a regular basis (Borders 86 Usher, 
1992). 
WhUe most of the Uterature on clinical supervision of school 
counseUors is set in the North American context, preliminary research in 
Queensland has also shown that only a limited amount of time is spent on 
clinical supervision by seruor guidance officers and guidance officers, haff 
of whom receive supervision twice a year or less (McMahon 86 Solas, 1995). 
Significantiy, aU of the senior guidance officers and many of the guidance 
officers in the Queensland study perceived the amount of time spent on 
clinical supervision as less than adequate. The perceived inadequacy of 
time spent on supervision reflects Paisley and Borders' (1995) comment 
that "school counselors need the support of ongoing clinical supervision 
from a qualified counseUng supervisor" (pp. 152-153). 
Individual supervision is the most common type of supervision 
received by school counseUors (Borders 86 Usher, 1992; Roberts 86 Borders, 
1994). Fewer school counseUors receive group or peer group supervision 
(Borders 86 Usher, 1992). In addition, Borders and Usher found that school 
counseUors prefer to receive individual supervision, or a combination of 
individual and group supervision, rather than only group supervision. 
There was Uttie use of other methods such as Uve supervision and review of 
tapes, and the most common technique used was that of seff reporting 
(Borders 85 Usher, 1992; Roberts 86 Borders, 1994). 
Most school counseUors prefer a supervisor with a counselUng 
background (Borders 86 Usher, 1992; Roberts 85 Borders, 1994). In 
addition. Usher and Borders (1993) found that practising counseUors have 
a preference for supervisors who are coUegial and relationship oriented 
rather than one who is task oriented. However, they also found that school 
counseUors have a stronger preference than nonschool counseUors for a 
task oriented approach with a focus on skiUs and techniques. 
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Reasons for School CounseUor Supervision 
Despite what seems to be an estabUshed pattern of Uttie supervision 
for school counseUors, most school counseUors want supervision (Roberts 
86 Borders, 1994). The most frequentiy cited reason for wanting supervision 
is the provision of professional support (Borders 86 Usher, 1992; Roberts 86 
Borders, 1994; Shanks-Pmett, 1991; Sutton 86 Page, 1994). Related to the 
need for support, respondents in Roberts and Borders' (1994) study also 
listed avoiding burnout as a goal. In addition to support, school counseUors 
want professional growth and development (Borders 86 Usher, 1992; 
Roberts 86 Borders, 1994; Shanks-Pmett, 1991; Sutton 86 Page, 1994). In 
particular, "skUl oriented goals" (Borders 86 Usher, 1992, p. 596) are a high 
priority for school counseUors. Examples include case conceptuaUsation, 
specific techniques, and learning to deal with different types of cUents. 
Sutton and Page (1994) suggest that "school counseUors need to feel 
vaUdated, supported, and able to lessen the stress of the envfronment" (p. 
38), and that supervision provides such a mechanism. 
The Organisational Influences 
However, despite school counseUors' desfre for clinical supervision, 
it is not being provided properly in school settings (Paisley 86 Borders, 
1995). Further, Paisley and Borders speculate that clinical supervision is 
"not a high priority for administrators" (p. 153). Boyd and Walter (1975) 
Uken the situation of school counseUors to that of a cactus receiving Uttie 
nutrition from its envfronment. However, they also suggest that ff school 
systems trained experienced counseUors to provide supervision, the whole 
guidance and counselling profession would be strengthened. 
A frequent organisational barrier to cUrucal supervision cited in the 
North American studies is that supervisors do not have a counseUing 
background (Roberts 86 Borders, 1994; Schmidt 85 Barret, 1983). However, 
in the context of the Queensland Department of Education this is not a 
concem as cUrucal supervisors are also qualified guidance officers. 
However, what is a barrier is that supervdsors, including those in the 
Queensland Department of Education have received Uttie, ff any training in 
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supervision (Henderson 86 Lampe, 1992; McMahon 86 Solas, 1996; WUson 
85 Remley, 1987). Therefore it has been suggested that the lack of 
supervision for school counseUors is a result of constraints of the school 
envfronment (Boyd 86 Walter, 1975). For example, supervisors who are not 
trained in counselling, including administrative supervisors, may 
demonstrate a lack of awareness of professional counseUing issues and the 
need for counseUors to receive supervision as requfred by thefr professional 
associations (Schmidt 86 Barret, 1983). However WUson and Remley (1987) 
suggest that where supervisors have counseUing experience and training, 
this problem may be reUeved. 
Boyd and Walter (1975) also suggest that the school envfronment 
may be "inhibiting to professional practice" (p. 103) in regard to their 
deployment and use of time. An example of this is that 80% of respondents 
in a study by Sutton and Page (1994) reported not receiving release time for 
supervision, and others reported that not knowing how to obtain 
supervision was a hindrance. However, there is evidence that effective 
programs of supervision can be developed when the school system is 
supportive of supervision (Henderson 86 Lampe, 1992). A particular feature 
of the program implemented by Henderson and Lampe was the emphasis 
on training supervisors, although aU school counseUors received some 
training. 
Professional Leadership 
The consistent findings on the lack of clinical supervision for school 
counseUors, and evidence that the situation has changed very Uttie points 
to a need for professional leadership in the area of cUnical supervision for 
school counseUors. However, in general the profession has chosen not to 
respond (Sutton 86 Page, 1994). Barret and Schmidt (1986) claim that "it is 
indefensible that these professionals find themselves in such critical areas 
without the support of regular supervision from a qualified professional" (p. 
54). 
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However, Paisley and Borders (1995) suggest that school counseUors 
have a lack of control over thefr work and the development of thefr 
profession. Further they suggest that the school counseUor's role is often 
determined by educational administrators who frequentiy have no 
background in counselUng. A serious outcome of this situation has been 
that school counseUors, a minority group in education, have been 
frequentiy overlooked in educational reform which has focused instead on 
teachers (Paisley 86 Borders, 1995). Thus the contribution of school 
counseUing to education is frequentiy overlooked, as are the professional 
needs of school counseUors. Paisley and Borders (1995) suggest that this 
situation could be addressed by greater involvement at national, state, and 
local levels, a role which could be undertaken by professional associations. 
Professional leadership has impUcations for employing authorities 
and professional associations. Schmidt and Barret (1983) suggest that 
there is a need for the counselling profession to educate itseff and 
employers about the importance of supervision. They also suggested that 
the professional associations have a vested interest in developing 
appropriate standards for supervisors of counseUing programs. Barret and 
Schmidt (1986) suggest that a "lack of clarity and dfrection in counselor 
supervision, contributes to the counselor's struggle to convince teachers, 
administrators, and other school personnel of the value of counseUng 
services" (p. 53). Further, they suggest that the profession needs to pubUsh 
national expectations of counseUor supervision in aU work settings. 
Therefore it seems that the lead wiU have to come from professional 
associations, in determining acceptable standards of supervision practice 
and communicating this to thefr members and the employing authorities. 
In addition, the issue of supervision training has to be addressed. 
Professional associations, counseUor education programs, and the 
employing authorities may aU have a role to play in this (Barret 86 Schmidt, 
1986; Roberts 86 Borders, 1994). There is evidence that inservice training 
can improve the quaUty of supervision programs for school counseUors 
(Henderson 86 Lampe, 1991). 
134 
Several of the previous studies have also suggested that viable, 
creative, cost effective supervision options need to be developed for school 
counseUors (Barret 86 Schmidt, 1986; Borders & Usher, 1992; Roberts & 
Borders, 1994; Schmidt 86 Barret, 1983; Sutton 86 Page, 1994). A number of 
such options include peer supervision within the school system, 
supervision from appropriate personnel from other organisations, 
supervision from central office coordinators, and supervision from 
counseUor educators from tertiary institutions (Barret 86 Schrrddt, 1986; 
Schmidt, 1990). In addition, Sutton and Page (1994) suggest that 
counseUors can empower each other by sharing what they know through 
regular school counseUor pubUcations. 
The need for clinical supervision for school counseUors has clearly 
been established. However, the need is not being met, evidence of 
Barletta's (1996) claim that "quaUty supervision does not happen by 
chance" (p. 5). Many suggestions have been made about possible options to 
address this issue of professional concem. Indeed, implementation plans 
have been proposed and described (Boyd, 1978; Henderson 86 Lampe, 
1992). It is clearly time for professional leadership to emerge on the issue, 
and it is unlikely to emerge from those vidthout counselling backgrounds, 
for example educational administrators. Therefore, it would seem that the 
professional associations may have to assume the leadership role to ensure 
the supervision needs of school counseUors are met. 
The Current Study 
Chapters two and three have located the current study within the 
broad theoretical field of clinical supervision. In a review of theory and 
research on interventions in counselling psychology, Gelso and Fassinger 
(1990) observed that the area of counsellfrig supervision is one which has 
grown significantly and effectively. However, despite this growth, EUis 
(1991) notes that the "cumulative knowledge in supervision is disparate" 
(p. 238). In fact, some areas of supervision have still received scant 
attention. 
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In particular, much of the Uterature stiU focuses only on the cUnical 
supervision of counseUors in training in academic settings (Borders, 1989; 
McCarthy et al., 1988; Ronnestad 86 Skovholt, 1993), despite recognition of 
the need for clinical supervision for aU counseUors whether practising or in 
training. In addition, McCarthy et al. (1988) comment that there is less 
emphasis in the Uterature on the issues of clinical supervisors than the 
needs of supervisees. 
In Borders' (1989) pragmatic agenda for developmental supervision 
research, she claims that beginning level supervisees have been studied 
more frequentiy than advanced supervisees, and that Uttie is known about 
postgraduate counseUors. Further she suggests that more research be 
conducted of counseUors in thefr work settings, for example schools and 
agencies. Significantiy, her comments indicate that Uttie has changed in 
the emphasis of cUrUcal supervision research as RusseU et al. (1984) had 
commented on this five years earUer when they noted that "it wiU be 
important to study supervisory techniques for advanced counselors" (p. 
673). By way of explanation for this lack of research. Borders comments 
that such studies are "more difficult to conduct, and they compound 
threats to internal and external vaUdity" (Borders, 1989, p. 22). She also 
cites dffficulties such as "gaining access to field supervisors and practicing 
counseUors, controlling supervision input, and using 'noisy' and time-
consuming measures of actual supervision events" (p. 22). From her 
comments, it seems that for whatever reasons, many areas have been left 
underresearched. 
Therefore within the supervision field less is known about the 
supervision of practising counseUors than those in training, and less is 
known about the issues of supervisors than those of supervisees. In 
addition, Uttie is known about the influence of the organisational context 
on the supervision of practising counseUors. 
An area that is particularly deficient in research studies is that of 
the supervision of school counsellors. Indeed attention was drawn to this 
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situation in 1978 when Aubrey observed that the field was "essentiaUy 
devoid of research and any empiricaUy derived body of knowledge" (p. 
293). However, almost 20 years later, the situation has changed very 
little. More recentiy, Sutton and Page (1994) have described the "paucity of 
research" on the supervision of school counseUors as a "situation of 
concem" (p. 33). Thus Uttie is known about the supervision of school 
counsellors. 
The present study with its focus on the supervision of guidance 
officers (school counseUors) has a significant contribution to make to the 
literature on a previously underresearched area. The major research 
question underpinning the study seeks to uncover the perceptions and 
experiences of guidance officers and senior guidance officers in relation to 
clinical supervision. Specifically, the study asks how clinical supervision 
is conceptualised and experienced by school guidance personnel, and 
how they perceive that the supervisory context affects the conduct of 
clinical supervision. 
Therefore the present study will add to the literature on the 
supervision of school counsellors, clinical supervisors, and the influence 
of the supervisory context on supervision. In a similar way to previous 
studies, the experiences of school counsellors in relation to clinical 
supervision wiU be documented. However, unlike previous studies which 
have been conducted in the North American setting, this study gathers 
data on the supervision of guidance officers in the Queensland 
Department of Education. Also unlike previous studies, this study 
gathers information from both guidance officers and senior guidance 
officers, that is supervisors and supervisees. Therefore comparison 
between the two groups is possible, a factor which extends the Uterature 
and distinguishes this study from the previous studies. 
Only two previous studies (Schmidt 86 Barret, 1983; Wilson 85 
Remley, 1987) have involved the supervisors of school counsellors. 
However, in both studies, the supervisors were predominantiy educators 
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and administrators without a counselling background. Therefore, the 
present study is unique in its inclusion of clinical supervisors. While 
previous studies have repeatedly found that the clinical supervision of 
school counsellors is in short supply, Uttie information has been gathered 
on how the supervisory context affects the provision of cUnical 
supervision. Therefore, the present study in seeking to identify the effects 
the supervisory context also extends the Uterature. 
Thus the present study not only adds to the extant literature, but 
also extends it by researching previously underresearched areas. 
Specifically, the present study adds to the extant Uterature on the clinical 
supervision of school counsellors. However, it extends this literature by 
presenting research in new areas, specificaUy the perceptions and 
experiences of clinical supervisors, and the effects of the supervisory 
context on the cUnical supervision of school counseUors. 
Chapter 3 has reviewed the Uterature on the conduct of clinical 
supervision. In particular, the supervisory relationship, ethical 
considerations, the implementation of clinical supervision, and the 
supervisory context have been discussed. In addition, the contribution of 
the present study to the extant literature has been discussed. The 
findings of previous research on the cUnical supervision of school 
counsellors have been presented in chapter 3 . The research issues 
related to the previous studies on the cUnical supervision of school 
counsellors wiU be presented in chapter 4. Chapter 4 wiU begin by setting 
the current study into the context of the research involving school 
counsellors. Methodological issues related to the study wiU then be 
discussed, and the study wiU be explained in detaU in Chapter 5. 
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CHAPTER 4 
METHODOLOGICAL ISSUES 
The previous chapter reviewed the extant Uterature on cUnical 
supervision, within which is located the Uterature on the supervision of 
school counseUors. While the present study is located within the broad field 
of clinical supervision, its specific focus on the clinical supervision of 
guidance officers locates it within a small part of the extant literature, of 
which an even smaUer section is research based. Whereas the previous 
chapter examined the findings of previous studies on the cUnical supervision 
of school counsellors, this chapter wiU examine the research issues 
emanating from these studies in relation to the present study. 
In particular, this chapter wUl review previous studies which examine 
the nature of supervision received by school counseUors in order to provide a 
research context into which the current study is set. Second, methodological 
issues related to the design of the present study will be discussed. 
Specifically issues in relation to the participants, sample size, choice of 
methodology, the survey measure, geographic isolation and the use of 
technology, and the combination of quaUtative and quantitative 
methodologies will be discussed. 
Previous Research Involving School CounseUors 
As discussed in chapter 3, the paucity of studies on the supervision of 
practising counsellors in thefr work settings is evidenced in the literature on 
the supervision of school counsellors where only a limited number of studies 
has been conducted (Borders 86 Usher, 1992; Roberts 86 Borders, 1994; 
Schmidt 86 Barret, 1983; Shanks-Pmett , 1991; Sutton 86 Page, 1994; Usher 
86 Borders, 1993, Wilson 85 Remley, 1987). The area remains 
underresearched. 
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The earUer studies in the area of supervision of school counseUors 
(Schmidt 86 Barret, 1983; Wilson 86 Remley, 1987) focused on supervisors of 
school counseUors. However, more recent studies (Roberts 86 Borders, 1994; 
Shanks-Pruett, 1991; Sutton 86 Page, 1994) have focused on school 
counseUors and the supervision they receive, a trend which is consistent 
with Gelso and Fassinger's (1990) observation that research on supervisor 
technique in counselling psychology has declined. Unlike the other studies 
mentioned, those of Borders and Usher (1992) and Usher and Borders 
(1993) included school counsellors as part of a varied population of National 
Certified Counselors in North America. 
All of the previously mentioned studies will be described briefly to 
provide a context for the current study and the methodological issues 
considered in its design. They will be discussed in three groups. Studies 
focusing on supervisors of school counsellors wUl be described first, followed 
by studies focusing on the supervision of school counsellors, and then 
studies on the supervision of practising counsellors, including school 
counsellors. 
Studies Focusing on Supervisors of School Counsellors 
As mentioned previously, the study by Schmidt and Barret (1983) 
focused on supervisors, and surveyed educators in North Carolina whose 
role included the supervision of school counselling programs. The study was 
conducted at the request of the North Carolina Association for Counselor 
Education and Supervision (NCACES). In particular, a questionnaire was 
designed to survey the educational and professional backgrounds of these 
supervisors, as well as their membership of professional associations, their 
opinions of NCACES and school counseUor and counselling supervisor 
certification, the activities which take up most of their time, and inservice 
programs conducted or planned during the year. The questionnaires were 
mailed to all of the 144 supervisors listed by the North Carolina State 
Department of Public Instruction, Division of Pupil Personnel Services. Of 
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those, 42 (29%) were returned. The data was reported descriptively as 
percentages for each item surveyed. 
The study by Wilson and Remley (1987) also focused on supervisors. 
In particular, it was designed to identify the roles and functions of those 
responsible for supervising counseUing programs in school districts in 
Virginia. The first part of the study requested job descriptions from 31 
supervisors in the state of whom nineteen responded. From the job 
descriptions received, a questionnafre was designed to investigate several 
areas including job titles, supervisory loads, educational and professional 
background, frequency of supervisory activities, research and evaluation, 
contact with counsellor educators, membership of professional associations, 
and the most and least rewarding aspects of the job. The questionnaire was 
then distributed to all 31 of the supervisors, and the useable response rate 
was 72%. The data was summarised and reported using total scores and 
frequencies. 
Studies Focusing on the Supervision of School Counsellors 
Since the time of the previous studies and the comments of Borders 
(1989), some studies have investigated the supervision of school counsellors 
(Roberts 86 Borders, 1994; Shanks-Pmett , 1991; Sutton 86 Page, 1994). The 
findings of these studies have been discussed in chapter 3. 
Shanks-Pruett (1991) examined the kind of supervision practising 
public school counsellors in Tennessee had received in the past and what 
they believed supervision should be. The instrument used was a 
questionnaire containing open and closed questions which was sent to a 
stratified random sample of 700 practising school counseUors from 
elementary, middle, junior high, and high school levels. Three hundred and 
thirty useable responses were returned. An inductive approach was used to 
analyse the open ended responses and the close ended responses were 
analysed statistically. 
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Sutton and Page (1994) documented supervision for employed school 
counseUors in Maine, including thefr supervision need, factors which eased 
or hindered obtaining supervision, and their attitudes to "investigator-
derived goals for supervision" (p. 33). The measure was a questionnafre 
developed by the researchers and maUed to all 533 pubUc school counseUors 
Usted in the state's Guidance and Personnel Directory, 493 of whom 
returned it. Data was reported using frequencies and means. 
The study by Roberts and Borders (1994) examined existing practices 
of supervision for school counsellors. A random sample of 450 school 
counsellors was selected from the 1405 members of the North Carolina 
School Counselors' Association. The instrument used was a survey designed 
around Barret and Schmidt's (1986) three categories of supervision for 
school counsellors, specifically, administrative, program, and counselling or 
clinical. The survey questionnaire was designed in three parts, the ffrst of 
which collected demographic data, information on school setting, and 
percentage of time spent on various guidance activities. The second part of 
the survey requested information on each type of supervision being received 
by the participants, including frequency and format of supervision, and 
reasons for supervision. The thfrd part of the questionnaire asked questions 
about the participants ' supervision preferences in each of the three areas, 
including frequency, format, and supervisor characteristics. Participants 
also indicated their goals for receiving supervision. The useable response 
rate was 37.3%, and the data was analysed using descriptive statistics for 
the total sample and subgroups based on years of experience and school 
setting. 
Studies on the Supervision of Practising Counsellors Including School 
Counsellors 
While the studies previously discussed concentrated only on school 
counsellors, the study by Borders and Usher (1992) was a national survey of 
practising counsellors, of which school counsellors were a part. The study 
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documented existing supervision practices and the type of supervision that 
these counseUors preferred. The 729 participants were a computer generated 
random sample drawn from a population of 17406 National Certified 
Counselors. The sample was stratified according to the two variables of 
geographic region and the date the highest degree was received. Of the 357 
useable responses, 39% were from school based counsellors. The instrument 
was a five part survey questionnaire, the first part of which requested 
demographic information. The second part consisted of seven multiple 
choice items on the type of supervision respondents were receiving, 
including frequency, format, supervisor characteristics, reasons for receiving 
supervision, and the percentage of time that various methods were being 
used. The third part consisted of similar questions about the type of 
supervision that respondents would prefer. In addition, two items requested 
information on preferences for supervisor gender and on-site or off-site 
supervision. Data was analysed using descriptive statistics and chi square 
analysis. 
Usher and Borders (1993) drew participants from the sample of 
Borders and Usher (1992). In particular, 274 respondents constituted the 
sample for this study, 106 of whom identified themselves as school 
counsellors, and 168 of whom worked in community mental health agencies. 
The study addressed questions related to the respondents ' preferences for 
supervisory style and supervision emphasis. In addition, the study 
considered supervisory preference style and supervision emphasis according 
to three indexes of experience used in developmental studies, specifically, 
degree level, counselling experience, and supervisory experience. The school 
and nonschool counsellors were considered separately. The measure used to 
determine the respondents ' preferences for supervisory style was the 
Supervisory Styles Inventory - Revised (SSI-R), and the measure used to 
determine their preferences for supervision emphasis was the Supervisor 
Emphasis Rating Form - Revised (SERF-R). Data analysis included 
descriptive statistics for both the SSI-R and SERF-R scales for each group of 
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counseUors, intercorrelations between aU of the SSI-R and SERF-R scales, 
and multivariate analyses of variance. 
The previous studies reflect both an attempt to address the issues 
raised by Borders (1989) and RusseU et al. (1984), and thefr concerns that 
more research needs to be conducted. For example, these studies 
demonstrate that efforts have been made to address the paucity of research 
on the supervision of post graduate counsellors in thefr work settings, but 
the small number of studies is an indication that more needs to be done in 
this area. In addition, as only two studies focus on supervisors, this remains 
an area in even more need of further research. 
The Present Study in Relation to the Extant Literature 
Thus the present study contributes to the Uterature by focusing on a 
previously underresearched area. The foUowing discussion will examine how 
the current study maps onto and extends the extant literature. Specifically 
the participants, sample size, choice of measure, and issues related to the 
design and methodology will be discussed. 
Participants 
All of the studies discussed previously studied supervision from the 
perspective of either the supervisees (school counseUors), or the supervisors. 
None of them collected data from both groups. However, previous studies in 
counselling supervision (e. g., Krause 86 Allen, 1988; Worthington 86 Roehlke, 
1979; Worthington 86 Stem, 1985) have collected data from both supervisors 
and supervisees. Thus, the present study extends the research on 
supervision of school counsellors by including both supervisors (senior 
guidance officers) and supervisees (guidance officers) from one 
organisational setting. It therefore provides an opportunity to compare the 
perceptions of clinical supervision of both groups. 
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Sample Size 
The smaU population of school counsellor supervisors in WUson and 
Remley's (1987) study is simUar to the situation in the Queensland 
Department of Education where the total population of senior guidance 
officers is approximately 50. While WUson and Remley's useable response 
rate was 72%, the small number of respondents limited data analysis, and 
necessitated a whole population study. Therefore, in the current study, the 
whole population of senior guidance officers was included. 
With the exception of the studies by Borders and Usher (1992) and 
Usher and Borders (1993), the studies discussed previously were conducted 
within state boundaries, as is the current study. Most previous studies 
involving school counsellors drew random samples from large populations of 
school counsellors. The samples of school counsellors in previous studies 
have ranged in size from 450 to 700, and the useable response rates have 
ranged from 37.3% to 92%. However, the total population of guidance 
officers in the Queensland Department of Education is approximately 380. 
Therefore, a comparable sample size of guidance officers necessitates a 
whole population study. This is also consistent with the involvement of the 
whole population of senior guidance officers. Thus, in terms of sample size, 
this study is similar to previous studies. However, it is also different in that 
the possible sample size necessitates a whole population study. 
Choice of Measure 
The previous studies were based on dffferent research questions. In 
addition, the research questions guiding them are different from the research 
questions guiding the present study. Therefore while there were some 
similarities in the measures used in the previous studies, there were also 
differences depending on the research questions. The measures used in these 
studies were constructed by the authors in Une with the research questions 
with the exception of those used by Usher and Borders (1993) who modified 
preexisting instruments. The measure used in the present study was also 
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constructed by the researcher to suit the research question. However, the 
construction of the measure for the present study was also guided by the 
measures used in the previous studies. The relationship between the previous 
measures and the construction of the measure for this study wUl now be 
discussed. 
Of the previous studies, those of WUson and Remley (1987) and 
Schmidt and Barret (1983) were guided by significantiy dffferent research 
questions from the present study. For example, WUson and Remley surveyed 
the educational and professional backgrounds of supervisors of school 
counselling programs, and Schmidt and Barret focused on the major roles and 
functions of those responsible for supervising counselling programs in thefr 
school districts. In addition, the context of their studies and the supervisor 
position is significantiy different from those of the present study. Therefore, 
the measures used in these studies were Uttie used in the construction of the 
present study. 
The measures used by Usher and Borders (1993) were modifications of 
previously designed measures. However, the focus of these measures was on 
supervisory styles and supervisor emphasis. Given the breadth of the present 
study and its exploratory nature, these measures were inappropriate. 
However, the remaining studies (Borders 86 Usher, 1992; Roberts 86 
Borders, 1994; Shanks-Pmett, 1991; Sutton 86 Page, 1994) sought broader 
information on the nature of supervision provided for school counsellors, and 
it is these which have influenced the design of the measure for the current 
study. The influence of the previous measures wiU now be discussed. 
The measure used in each of these studies was a survey questionnaire, 
each of which was designed in several parts. In general the first part of the 
survey questionnafres sought demographic information such as age, gender, 
years of experience, and school setting. 
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The succeeding parts of the questionnafres related to the objectives of 
the studies. For example, the second part of the measures used by Borders 
and Usher (1992) and Roberts and Borders (1994) sought information on 
supervision currentiy being received, whereas the thfrd part of thefr measure 
sought information on the kind of supervision preferred. Questions in each of 
these parts sought information such as frequency of cUnical supervision, 
format of supervision, reasons for receiving supervision, and methods of 
supervision. In general questions requfred respondents to select a response 
from a number of alternatives. The exceptions to this were a section of the 
study by Sutton and Page (1994) which sought responses on a LUcert-type 
scale, and the inclusion of open ended questions in the study by Shanks-
Pmett (1991). 
The measure constructed for the present study bears similarities to and 
differences from the previous measures. SimUarities wiU be discussed ffrst 
foUowed by dffferences. Ffrst, the current measure is designed in several parts. 
Second, the ffrst part coUects demographic and geographic data. Thfrd, much 
of the content of the questions, for example, the frequency and format of 
supervision, and supervision methods, is consistent with information gathered 
in previous studies on the supervision of school counseUors (Borders 86 Usher, 
1992; Robert 86 Borders, 1994; Sutton 86 Page, 1994; Usher 86 Borders, 1993). 
Fourth, eighteen of the questions requfre single responses from multiple 
choices. Fffth, Likert-type items are also used in the current study. FfriaUy, 
four questions in the current measure have provision for open ended 
responses. 
The most significant difference between the measure used in the 
current study and the previous measures relates to the nature of the studies. 
SpecificaUy, the present study is a comparative study which surveys the 
perceptions of both supervisors and supervisees. Therefore, two versions of 
the survey questionnafre have been designed, each worded to reflect the 
different roles. This is discussed in more detail in chapter 5. Another 
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dffference between the current measure and those used previously is found in 
the content, specificaUy that requiring information on supervisor training and 
supervision contracts. Given the attention in the Uterature to these topics, and 
interest among guidance personnel about supervision training, questions 
related to these topics were included. Thus, whUe the measure used in the 
current study is unique, its design and content is informed by that of the 
measures used in the previous studies. Also in keeping with previous studies 
(Roberts 86 Borders, 1994; Sutton 86 Page, 1994), the first draft of the survey 
questionnaire was piloted and revised prior to the main study. 
Design/Methodology 
With the exception of two studies (Schmidt 86 Barret, 1983; Wilson 86 
Remley, 1987), previous researchers have, in the main, gathered information 
on school counsellors' perceptions of the supervision they receive. In 
addition, some studies (Borders 85 Usher, 1992; Roberts 86 Borders, 1994; 
Shanks-Pruett, 1991) have gathered information on supervision preferences. 
In a similar way to previous studies, the current study set out to 
determine the nature of supervision received by guidance officers, an area 
which has not previously been researched in Queensland. As discussed, the 
instrument used was consistent with methodology used in previous studies. 
In fact, it is also consistent with most of the studies submitted to the 
journal. Counselor Education and Supervision for review (Fong 86 Malone, 
1994). 
Survey research was considered an appropriate methodology as it is 
well suited to learning about the occurrence of phenomena and thefr 
characteristics (Fong, 1992; Fong 86 Malone, 1994; Heppner, KivUghan, 86 
Wampold, 1992), in particular those which have been Uttie researched (Fong, 
1992). In addition, MinichieUo, Aroni, TimeweU, and Alexander (1995) suggest 
that quantitative research "assumes a fixed and measurable reality (p. 10), 
and therefore aims to count and measure and discover facts about particular 
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phenomena, in the case of this study, the clinical supervision experiences of 
school guidance personnel. 
However, the findings of the previous studies have also raised 
concerns about the amount of supervision school counseUors receive 
(Borders 86 Usher, 1992; Roberts 86 Borders, 1994; Shanks-Pmett , 1991; 
Sutton 86 Page, 1994). In addition, several writers have suggested that the 
organisational setting influences the provision of supervision (Getzel 86 
Salmon, 1985; Hart, 1982; Holloway, 1992, 1995; Ross, 1992; Shohet 86 
Wilmot, 1991; Stoltenberg 86 Delworth, 1987). In their study, Sutton and 
Page (1994) attempted to identify factors which eased or inhibited school 
counsellors' attempts to get supervision, and Roberts and Borders (1994) 
identified barriers to providing the type of supervision that school 
counsellors want. However this area is underresearched, and there remains 
a lack of information on the influence of the organisational setting on the 
provision of supervision (Holloway, 1995). This area is also addressed by the 
present study. 
Thus, while the survey questionnaire collected data on 
conceptualisations about and the conduct of clinical supervision, the second 
part of the present study, focus group interviews, faciUtated interpretation of 
the quantitative results, and a depth of meaning not possible from the 
questionnaire. This is a common use of focus groups (Stewart 86 
Shamdasani, 1990; Vaughn, Schumm, 86 Sinagub, 1996). The permissive 
atmosphere of focus groups "fosters a range of opinions", and "a more 
complete and revealing understanding of the issues" through the process of 
a "candid, normal conversation that addresses, in depth, the selected topic" 
(Vaughn et al., 1996, p. 4). In addition, Vaughn et al. (1996) suggest that 
focus groups can help to explain "how and why people behave the way they 
do" (p. 5). Therefore the study gathered from guidance officers and senior 
guidance officers, the "key stakeholders" (Vaughn et al., 1996, p. 28), 
information on the nature of supervision as well as their thoughts. 
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perceptions, and feeUngs about the phenomena of supervision, and the 
explanations and meaning they ascribed to it. In addition, it gathered 
information on their perceptions of the effects of the organisational setting of 
the Department of Education on the provision of cUnical supervision. In this 
way, the present study advanced the extant Uterature. The present study 
was conducted in three parts, a survey questionnaire as previously 
discussed, and focus group interviews. In addition, the use of focus group 
interviews was also evaluated as discussed later in this section. 
Also a consideration in the design of the present study was the nature 
of the work of guidance personnel which is heavUy interactive and based on 
verbal communication. In addition, many work in professional isolation from 
other guidance personnel as discussed in chapter 1. For example, many, in 
particular secondary guidance officers, are frequentiy the only guidance 
professional on the staff of a school, and many schools are geographicaUy 
isolated as weU. Thus the choice of focus group interviews was seen by the 
researcher as a measure which could take into account thefr isolation and the 
nature of thefr work, by offering a "socially oriented research procedure" 
(Krueger, 1994, p. 34) which enabled them to have a professional discussion 
on a topic of relevance to them. 
Morgan (1989) suggests that "the simplest test of whether focus groups 
are appropriate for a research project is to ask how actively and easUy 
participants would discuss the topic of interest" (p. 23). In the case of this 
study, supervision is a topic of considerable interest to guidance personnel as 
evidenced by its inclusion in their position descriptions, previous attempts at 
developing supervision practices within the Department of Education as 
discussed in chapter 1, and their perception that its provision is inadequate 
(McMahon 86 Solas, 1996). However, a pUot study was conducted to test 
whether the topic was of sufficient interest to sustain a focus group 
discussion. The pilot study estabUshed that supervision was a topic of interest 
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which the participants could easUy discuss for the duration of the interview, 
with Uttie prompting from the interviewer. 
Only one of the previous studies (Shanks-Pruett, 1991) coUected 
qualitative data, and that was through open ended questions on a survey. 
None of the previous studies on the supervision of school counseUors used 
interview techniques. Therefore, in its use of focus group interviews, the 
second part of the present study dfffers significantiy from previous studies in 
the field. However, Morgan (1989) contends that there is value in combining 
survey research with focus groups, and that it is time to "move forward in 
this regard" (p. 36). 
While interview techniques have not previously been used in the 
research on supervision of school counseUors, they have been used in 
supervision research in other areas (CarroU, 1996; Skovoldt 86 Ronnestad, 
1992; Worthen 86 McNeUl, 1996). Worthen and McNeUl (1996) interviewed 
eight participants in their study, and found that "an indepth, detaUed, and 
intricate picture of the experience" (p. 32) of supervision from the perspective 
of the participant emerged that is not possible in more traditional quantitative 
methodologies. In addition, thefr findings also helped to clarify the context of 
supervision. However, thefr study also iUustrates a problem associated with 
interview techniques, and that is the smaU number of participants. Focus 
group interviews however, "provide the advantages of gathering data more 
quickly and more economicaUy than individual interviews" (MinichieUo et al., 
1995, p. 66). They also make possible the inclusion of more participants in the 
same amount of time. Morgan (1989) suggests that focus groups may be 
used as a self-contained method of data collection or to supplement other 
methods, as is the case with the present study. In addition, the use of focus 
group interviews is consistent with recent calls for the increased inclusion of 
qualitative methods in counselling research (PoUdnghome, 1991). 
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PoUdnghome (1991) notes that counseUing research, of which the 
research on supervision is a part, has "traditionaUy featured quantitative 
designs" (p. 156), and that in recent years there has been a caU for wider use 
of quaUtative procedures. He suggests that quaUtative designs can be used to 
"clarify and describe the kind of variance that occurs within a phenomenon, 
rather than thefr distributions" (p. 182). In a simUar vein, Patton (1990) 
explains that the interpretative nature of quaUtative analysis provides 
knowledge dffferent from that of quantitative explanation. Qualitative analysis 
emphasises "Ulumination', understanding, and extrapolation", whereas 
quantitative analysis emphasises "causal determination, prediction, and 
generalization" (Patton, 1990, p. 424). Therefore quaUtative data gathering 
methods aim to eUcit information which wiU contribute to understandable and 
meaningful explanations of a phenomenon (PoUdnghome, 1991; Russell, 
1994). Thus the present study extended the extant Uterature on the 
supervision of school counsellors through the use of a quaUtative 
methodology, namely focus group interviews. 
Combining Quantitative and Qualitative Methodology 
A strength of this study is its incorporation of both quantitative and 
qualitative methodologies. Several writers have discussed the complementarity 
of these approaches (Biyman, 1992; Ffrestone, 1987; Neuman, 1997; Ragin, 
1994; Stafriback 86 Stafriback, 1984; Stewart 86 Shamdasani, 1990; Vaughn et 
al., 1996). They suggest that the use of both quaUtative and quantitative 
measures provides a depth of understanding not possible through a purely 
quantitative study. For example, the "quaUtative findings provide a context of 
meanings in which quantitative findings can be understood" (Stainback 85 
Stainback, 1984, p. 407). This is reflective of Ragfri's (1994) concept of 
quantitative techniques as "data condensers" and quaUtative techniques as 
"data enhancers" (p. 92), and is consistent with Bryman's (1988, 1992) 
assertion that quantitative and quaUtative methods can be combined in order 
to provide a general picture. Thus, whUe the quantitative measure identified 
facts and patterns about conceptualisations and experiences of cUnical 
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supervision, the quaUtative measure uncovered the "limits and opportunities" 
(Ffrestone, 1987, p. 19) related to these as weU as the effects of the. 
organisational setting that guidance personnel must consider. 
Unlike the data generated through the quantitative measure, data 
generated through the interpersonal interaction of the quaUtative measure 
reflected the "conceptions of the participants rather than issues raised by the 
researcher" (Russell, 1994, p. 4), and provided a depth of meaning through 
"detaUed elaborations of their experiences" (PoUdnghome, 1991, pp. 187-188). 
Thus, while the quantitative method gathered data on the perceptions of 
clinical supervision, the quaUtative method provided description, meaning and 
explanation from the point of view of the participants in thefr context (MUes 86 
Huberman, 1984). 
The combination of dffferent techniques of data coUection to study the 
same phenomenon as used in the present study is referred to as triangulation, 
a process which enhances the vaUdity of the study (Bums, 1990; Firestone, 
1987; MinichieUo et al., 1995). The use of triangulation may overcome 
deficiencies of using a single methodology, by drawing on the strengths of both 
methods (MinichieUo et al., 1995). In addition, triangulation decreases the 
possibUity of bias in the study (MinichieUo et al., 1995; Stainback 86 
Stainback, 1984). Bums (1990) suggests that triangulation "contributes to 
verification and vaUdation of quaUtative analysis by: (a) checking out the 
consistency of findings generated by dffferent data coUection methods, (b) 
checking out the consistency of dffferent data sources within the same 
method" (p. 248). 
Geographic Isolation and the Use of Teleconference Calls 
However, in choosing focus group interviews as a methodology, the 
issue of geographic isolation became one of paramount importance, and 
consideration was given to the remoteness of many participants from the 
researcher and from each other. Whereas members of focus groups usually 
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meet at a central location for the discussion, in the current study this was 
not possible. However, where participants are remote from each other, focus 
group discussions may be conducted through the use of teleconference calls 
(Greenbaum, 1993; Kmeger, 1994; Stewart 85 Shamdasani, 1990). This 
medium was adopted by the researcher in the current study, and constitutes 
a methodological advance in the research on supervision. 
MinichieUo et al. (1995) suggest that some participants in focus group 
discussions may be inhibited by the group setting. In addition, focus groups 
conducted through teleconference calls may be disadvantaged through a 
lack of nonverbal communication. As such, they may be less spontaneous or 
restrained, or discussion may be stifled (Kmeger, 1994; Stewart 86 
Shamdasani, 1990). Both Morgan (1989) and Krueger (1994) indicate that 
where the intention is to get indepth insights from participants, this is better 
achieved through the use of smaller groups which are more comfortable for 
participants. Because of concerns expressed above and the possible 
advantages of smaller groups, the researcher chose to use mini-focus groups 
of four participants (Greenbaum, 1993; Kmeger, 1994). In addition, the use 
of smaller groups reduced the cost of the research. For example, each 
additional STD line in a teleconference cost $AUD30 per hour, and the 
average cost per call was $AUD112.66. Greenbaum (1993) suggests that in 
the 1990s there is a trend towards the use of mini-focus groups in order to 
keep the cost down, a particular consideration in this study. 
Therefore, because of the relative newness of the methodology and the 
possible difficulties, the pilot study previously mentioned also tested the 
viability of the use of the conference call facUity as a means of conducting 
the interviews. In addition, as the technique has much to offer the social 
sciences (Morgan, 1989), and has become an important means of conducting 
focus groups with participants who are hard to reach (Stewart 86 
Shamdasani , 1990), the use of teleconference calls as a medium for 
conducting focus groups was evaluated in this study. 
154 
The use of teleconference caUs to conduct the interviews raised issues 
about the cost of the study, and the availabiUty of participants at specific 
times when the interviews were scheduled. Therefore a random sample of 
guidance officers and senior guidance officers participated in the interviews. 
Guidance officers and senior guidance officers were interviewed separately. 
In addition, guidance officers who indicated in the questionnafre that they 
did not receive supervision were interviewed separately from those who were 
supervised. Interview times were scheduled by the researcher, and guidance 
personnel were contacted at random untU all of the interview timeslots were 
fiUed. 
Significance of the Present Study 
This study makes a significant contribution to the existing Uterature. In 
particular, it responds to caUs for more research in previously 
underresearched areas - the area of practising counseUors in thefr work 
settings (Borders, 1989; RusseU et al., 1984), and the area of supervision of 
school counseUors. Significantiy, its focus on practising professionals in the 
work setting addresses criticisms that much previous research has been 
conducted in training settings (Borders, 1989). 
In addition, the inclusion of supervisors (senior guidance officers) in the 
study addresses a recent trend in the Uterature on the supervision of school 
counsellors which has focused more on school counseUors than supervisors. 
No previous research on supervision has been done in the Queensland setting, 
and therefore the study adds to the body of knowledge on the clinical 
supervision of guidance officers (school counseUors). The study also provides 
information on the effects of the supervisory context on the provision of 
supervision, and in so doing addresses a deficit in the research area. The 
comparative nature of the study dfffers from previous studies in the area of 
supervision of school counseUors, and so advances the Uterature. 
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MethodologicaUy, the present study is comparable to previous studies 
in its use of survey questionnafres. However, it also makes a significant 
contribution to the existing Uterature in a number of ways. Ffrst, it also 
employs quaUtative methodology, and in doing so responds to caUs for greater 
use of this type of research approach (PoUdnghome, 1991). Second, it 
combines quantitative and quaUtative techniques, and provides a depth of 
understanding not possible using only a quantitative approach. In so doing, 
the study is responsive to claims about the complementarity of the approaches 
(Ffrestone, 1987; Morgan, 1989; Neuman, 1997; Ragfri, 1994; Stainback 86 
Stainback, 1984). Thfrd it uses a whole population sample from within one 
organisational setting, the Queensland Department of Education. Fourth, it 
advances the understanding of focus group techniques by using 
teleconference calls, and through evaluating this methodology. 
This chapter has discussed the methodological issues considered in the 
design of this study. In doing so, the relationship between the current study 
and the extant Uterature was outUned. The significance of the study to the 
research area was also discussed. Chapter 5 wUl now explain in detaU the 
method used in the conduct of the study. 
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CHAPTER 5 
METHOD 
Chapter 4 discussed the methodological issues considered in the 
design of this study. In particular, the present study was conducted in 
three parts and combines quantitative and quaUtative methods. This 
chapter wUl outline the research method employed in this study. Subjects 
and research design will be discussed ffrst. Second, the measure and 
procedure for each part of the study wiU be discussed separately. Third, 
ethical issues related to the conduct of the study wiU be discussed. 
Subjects 
The subjects were guidance officers and senior guidance officers 
employed by the then Queensland Department of Education. As mentioned 
in chapter 1, all guidance officers and senior guidance officers are 
registered teachers who also have postgraduate qualifications in guidance 
and counselling and who work in either secondary, primary or P-12 school 
settings. Approximately 380 guidance officers and 50 senior guidance 
officers work in the eleven regions administered by the Department of 
Education, the head office of which is located in Brisbane (see map in 
Appendix 1). Queensland is a geographicaUy vast state, and many guidance 
officers and senior guidance officers work in remote areas, some having 
Uttie contact with their peers or with senior guidance officers. WhUe the 
training and experience of guidance officers, and the needs of the schools 
to which they are appointed, largely determine the way in which individual 
guidance officers work, counselling is common to the work of all, and 
therefore the clinical supervision of counseUing was the focus for this 
study. It is specified in the position description of senior guidance officers 
that they provide a system of cUnical supervision for guidance officers, and 
specified in the position description of guidance officers that they 
participate in a system of clinical supervision. WhUe all senior guidance 
officers and guidance officers were invited to participate in the study, 
participation was voluntary. 
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In total, 227 guidance officers and 28 senior guidance officers 
responded to the questionnafre. Of these, 220 guidance officer responses 
and 25 senior guidance officer responses were included in the data 
analysis. Almost three quarters of the senior guidance officers were male, 
and over haff of the guidance officers were female. The guidance officers 
represented aU eleven regions of the Department, and the senior guidance 
officers represented ten of the Department's regions. No senior guidance 
officer was based in the other region at the time of the study. More 
information on the demographic variables wUl be provided in chapter 6. 
Research Design 
This three part whole population study was designed to take into 
account the context in which it is set. Methodology was selected which 
potentiaUy enabled the involvement of aU guidance personnel, no matter 
where in the state they work. As Uttie is known about the cUnical 
supervision of guidance officers, the administration of a survey 
questionnafre was chosen as an appropriate methodology for the first part 
of the study (Fong, 1992; Fong 86 Malone, 1994; Heppner, KivUghan, 86 
Wampold, 1992). The questionnafre sought geographic and demographic 
data and the perceptions and experiences of guidance officers and senior 
guidance officers about their conceptuaUsations and conduct of clinical 
supervision. In addition, it sought information on the influence of the 
organisational context on cUnical supervision. The administration of the 
questionnafre was preceded by a pUot study in order to refine the measure. 
The second part of the study, using quaUtative methodology, was a 
series of focus group interviews conducted via teleconference caUs. The 
focus group discussions were used to augment understanding of the data 
collected in the ffrst part of the study by aUowing the participants to 
discuss the topic of clinical supervision among themselves. The focus 
group discussions provided information on the participants' perceptions 
and experiences of clinical supervision as weU as thefr perceptions of the 
influence of the organisational setting of the Department of Education on 
the conduct of clinical supervision. The use of focus group discussions was 
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also chosen as a methodology for this study as it reflects the interactive 
and interpersonal nature of the work done by guidance officers and serUor 
guidance officers, and afforded them an opportunity for a professional 
interaction with thefr peers on a topic of relevance to them. The focus 
groups were conducted using teleconference caU facUities. A pUot study 
was conducted to test the viabiUty of the focus group interviews as a 
methodology for this study. In addition, the use of the teleconference caUs 
as a medium for conducting focus group discussions was evaluated by 
means of a questionnafre in the thfrd part of the study. 
Part 1 - Survey Questionnafre 
The measure and procedure used in Part 1 of the study wiU now be 
discussed. In addition, the pilot study will be discussed. 
Measure 
As this study was a comparative study involving guidance officers 
and senior guidance officers, two versions of the survey questionnaire were 
developed, one worded specificaUy for senior guidance officers, titied senior 
guidance officer questionnafre (see Appendix 2), and one worded 
specfficaUy for guidance officers, titied guidance officer questionnafre (see 
Appendix 3). These two versions aimed to reflect the different roles of 
supervisor and supervisee. With only three exceptions, the content being 
eUcited from the questionnafres is the same. The exceptions are two 
questions requesting dffferent information related to the work of the two 
groups (questions 6 and 8), and one additional question containing two 
items for the senior guidance officers (question 27). The guidance officer 
questionnafre contains 26 questions (66 single response items) whUe the 
senior guidance officer questionnafre contains 27 questions (68 single 
response items). The response requfred for eight of the questions (48 items) 
on the guidance officer questionnafre and nine (50 items) on the senior 
guidance officer questionnafre in the body of the study involve a LUcert-type 
scale. The others requfred the choice of a single response from a number of 
researcher derived alternatives. Four questions (questions 12, 13, 19, and 
20) provided a space for an open ended response to be included. 
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The questionnafre was designed in four parts according to guidelines 
suggested by Bums (1990). In particular, it included an introduction, 
warm-up questions, demographic and geographic questions, and the body. 
The introduction was included in a covering consent form/participant 
information statement. The demographic and geographic questions 
(questions 1-9), consisted of 9 single response items located at the 
beginning of the questionnaire to lead respondents into it (Bums, 1990). 
Four questions (questions 2 - 5 ) sought demographic information about 
age, gender, years experience, and school background. Three other 
questions (questions 1, 7, and 9) sought irfformation about the 
organisational context including Department region, base area, and the 
distance between senior guidance officer base and base school of guidance 
officers. Questions 5 and 8 sought different information from guidance 
officers and senior guidance officers relevant to thefr dffferent roles. In 
particular, question 6 asked guidance officers how many schools they work 
in, and senior guidance officers how many guidance officers they supervise. 
Question 8 on the guidance officer questionnafre requested information on 
the gender of the supervising senior guidance officer. On the senior 
guidance officer questionnafre, question 8 asked senior guidance officers 
whether their supervisees were predominantiy from primary, secondary, or 
P-12 backgrounds. 
Following the nine demographic and geographic questions were four 
warm-up questions related to conceptuaUsations of cUnical supervision, in 
particular supervision training (questions 10 - 13). These were single 
response items designed to be nonthreatening, which gathered information 
on the amount and perceived adequacy of supervision training, and 
training providers. In addition, participants could specify the provider of 
training in questions 12 and 13 in a space provided. 
FoUowing this, the body of the questionnafre contained questions 
about respondents' perceptions of conceptuaUsations about and the 
conduct of clinical supervision. The ffrst five questions (questions 14 - 18) 
were single response items. They sought information on supervision 
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contracts, when supervision occurs, and the frequency, duration, and 
adequacy of clinical supervision. The next eight questions contained 
multiple items, each seeking a response on a Likert-type scale. In 
particular, these questions sought information on the supervisory role 
(questions 23 - 24), ethical considerations (questions 21 , 22, and 25), 
reasons for supervision (question 20), format and techniques of cUrucal 
supervision (question 19), and supervision from private providers (question 
25). On the senior guidance officer questionnaire, an additional question 
(question 27) sought information on serUor guidance officer supervision 
within the Department of Education. 
Pilot Study - questionnafre 
As previously mentioned the distribution of the questionnaires was 
preceded by a pilot study. In the pUot study, a random sample of 50 
guidance officers and 10 senior guidance officers was asked to complete 
the ffrst draft of the questionnafres. Each was also sent a letter of 
introduction from the researcher specificaUy addressed to either senior 
guidance officers or guidance officers (see Appendix 4), a copy of the 
consent form/information statement (see Appendix 5), and a copy of the 
Department of Education permission to conduct the study (see Appendix 
6). The guidance officer sample comprised 25 primary guidance officers and 
25 secondary guidance officers. A thank you/reminder letter was sent to all 
those in the sample shortly before the due return date (see Appendix 7), 
and a second reminder was sent after the due date (see Appendix 8). 
As a result of the pilot study, some modifications were made to each 
questionnaire before the final draft was distributed. In particular, the order 
of questions was changed sUghtiy to more clearly define the parts of the 
questionnafre, specificaUy "warm-up questions, the body of the study and 
demographic questions" (Bums, 1990, p. 292). A question on supervision 
contracts which was omitted in the ffrst draft was added. Two questions on 
supervision training aUowing multiple responses on the ffrst draft 
questionnafre were reworded as single response items for ease of data 
analysis. Two questions on evaluation were amalgamated. One of these had 
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been worded as a single response item on the ffrst draft, and the other 
contained multiple items and sought a response on a Likert-type scale. In 
the final draft, the single response question was included in the multiple 
items of the other question thus aUowing aU the data on evaluation to be 
coUected in one question. 
Procedure - Questionnafre 
The amended questionnaires (see Appendices 2 and 3) were sent to 
all guidance officers and senior guidance officers on a maUing Ust suppUed 
by the Open Access School Support Centre of the Department of 
Education. A letter of introduction (see Appendix 4), consent 
form/information statement (see Appendix 5), and Department of 
Education permission documents were also sent (see Appendix 6). In the 
initial mailing, 389 guidance officer questionnafres and 39 senior guidance 
officer questionnafres were sent. In addition, three seruor guidance officers 
not included on the original Ust, and four who were Usted as guidance 
officers were sent senior guidance officer questionnafres in a later mailing, 
making the total number of senior guidance officer questionnafres sent 
being 46. Three guidance officers were not included on the original list and 
four listed were senior guidance officers. Those guidance officers not Usted 
were sent a questionnaire in a later mailing. Thus, the total number of 
guidance officers sent questionnafres was 388. A reminder letter (see 
Appendix 7) was sent out after a week to aU guidance personnel, another 
on the due date to those who had not responded (see Appendix 8), and 
another two weeks later to those who stiU had not responded (see Appendix 
8). 
Part 2 - Focus Group Interviews 
The measure and procedure used in the second part of the study, 
including the influence of the pilot study wiU now be discussed. 
Measure 
The interview guide (see Appendix 9) was based on the research 
question and the objectives of the study (Stewart 86 Shamdasani, 1990; 
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Vaughn et al., 1996), and was divided into three sections, specificaUy the 
introduction, sample questions, and the conclusion. The introduction 
included a welcome and thanks, information on the purpose of the study, 
an explanation on the format of the focus group discussion, and 
information on confidentiaUty. 
The sample questions (see Appendix 9) were sequenced to "aUow 
participants to become famiUar with the topic" (Krueger, 1994, p. 127). 
Thus at the beginning of each interview, participants were each asked to 
recount thefr experiences of supervision in the Department. This provided 
an opportunity for them to focus on the topic and adjust to the technology. 
Sample questions were used where appropriate, and other questions were 
generated from the content of the interview. 
In the conclusion (see Appendix 9), participants were thanked for 
thefr involvement. In addition they were reminded about the confidentiaUty 
of the participants, and the reporting of data. They were also advised about 
the distribution of a summary of findings to those who had requested it on 
the consent form. It is important to note that the interview guide was not 
used in a prescriptive fashion. 
Pilot study 
A pUot study was conducted using two focus group discussions, one 
with a group of four guidance officers and the other with a group of three 
senior guidance officers. The researcher scheduled the times for the pUot 
studies and then phoned guidance officers and senior guidance officers at 
random until four could participate in each interview. Prior to the 
interview, faxes were sent to the participants to provide them with 
additional information and to remind them about the time of thefr interview 
(see Appendix 10). Four guidance officers and three senior guidance 
officers participated, as one senior guidance officer withdrew late. 
In essence, the pilot study examined the viability of the 
methodology. Specifically, the pilot study tested the concerns of MinichieUo 
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et al. (1995) and Krueger (1994) discussed in chapter 4, and whether the 
participants were able to "actively and easUy discuss the topic of interest" 
(Morgan, 1989, p. 23). In addition, the practicaUties of the teleconference 
organisation were tested. The pilot study revealed that the telecorfference 
call service was efficient and helpful, and that participants were readily 
able to discuss the topic. Given that there was no face to face contact, the 
researcher also found that the use of mini-focus groups was manageable, 
and that participants were all able to contribute and remember the 
names of the other participants. The calls were recorded by Telstra (the 
telephone authority) in accordance with government regulations, and the 
tapes forwarded to the researcher. No changes were made to the 
teleconference call procedure, and the transcripts of the pilot study were 
analysed with the data collected from the other focus groups. 
Procedure - Focus Group Interviews 
The time of the calls was first scheduled by the researcher. 
FoUowing this, guidance officers and senior guidance officers were called at 
random by the researcher until four participants were avaUable for each 
focus group. Participation in the study was voluntary and dependent on 
having access to an appropriate phone and avaUabUity at one of the 
scheduled times. Once the names of the participants were known in each 
interview, the teleconference caUs were then booked with Telstra. 
Prior to the interview, faxes were sent to the participants to provide 
them with additional information and to remind them about the time of 
their interview (see Appendix 10). In addition, the fax provided an interview 
guide which set the agenda for the focus group discussion. Faxes were 
chosen as the medium of commurucation rather than letters because 
guidance officers traditionaUy receive large amounts of maU at the time of 
year when the study was conducted, and the researcher beUeved that they 
would be more Ukely to receive and read faxes. Participants were not told 
prior to the interview who else was participating. 
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A few minutes prior to each interview, the Telstra teleconference caU 
convenor contacted each participant, and then at the scheduled time 
contacted the researcher and conducted a roU caU of participants, and 
outlined the Federal government regulations about recording the interview. 
Including the pUot studies, 51 guidance persoruiel participated in 15 focus 
group interviews, as iUustrated in Table 5.1. SerUor guidance officers were 
interviewed separately from the guidance officers. Guidance officers who 
received supervision were interviewed in separate groups from those who 
did not receive supervision. 
Three focus groups were conducted with eight serUor guidance 
officers from seven regions. Nine focus group interviews were conducted 
with 32 supervised guidance officers from 10 regions. Three focus group 
interviews involving 11 unsupervised guidance officers from five regions 
were also conducted. WhUe aU interviews were scheduled with four 
participants, some withdrew from the study late due to unforeseen 
circumstances. Because interviews were prebooked with Telstra, it was not 
possible to include replacements. 
Following the introduction by the teleconference call convenor, the 
researcher made some opening remarks in accordance with those 
suggested by Vaughn et al. (1996), and clarified her role (Merton, Fiske, 86 
KendaU, 1990). In particular, the researcher set the scene for the focus 
group discussion by introducing and welcoming the participants, and 
explaining the purpose and nature of the interview. In addition, the 
researcher asked the participants to respect the confidentiaUty of the other 
participants, and clarified the issue of confidentiaUty with regard to the 
taping, transcription, and reporting of data. 
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Table 5.1 
Organisa t ion of focus group interviews 
Interview Senior GOs Supervised GOs Unsupervised GOs 
Interview 1 Pilot study Pilot study 
Males 1 2 
Females 2 2 4 
Number of regions 3 3 4 
represented 
Intenriew 2 
Males 3 1 3 
Females 3 
Number of regions 3 4 2 
represented 
Interuiew 3 
Males 1 2 1 
Females 1 2 3 
Number of regions 2 3 3 
represented 
Interview 4 
Males 1 
Females 2 
Number of regions 3 
represented 
Interview 5 
Males 4 
Females 
Number of regions 4 
represented 
Interview 6 
Males 1 
Females 2 
Number of regions 3 
represented 
Interview 7 
Males 1 
Females 2 
Number of regions 3 
represented 
Interview 8 
Males 2 
Females 2 
Number of regions 3 
represented 
Interview 9 
Males 2 
Females 1 
Number of regions 3 
represented 
166 
Participants were then invited to introduce themselves and make a 
short comment on thefr own experience of supervision. The introductory 
comments of the researcher foUowed a standard format for each group. In 
addition, the beginning section of the focus group interviews accorded with 
suggestions made by Stewart and Shamdasaru (1990) that it is desfrable to 
create an atmosphere of trust and openness, where ground rules for the 
conduct of the interview are estabUshed, participants understand that aU of 
their opinions wUl be valued, and that information wiU be treated with 
anonymity. 
From that point, the discussion generaUy flowed freely and easily 
"with the dfrection for discussion residing with the group participants" 
(Russell, 1994, p. 1). As the participants had been provided with an 
interview guide prior to the interview, during the interview, the researcher 
generaUy took a nondfrective approach to enable "more opportunity for 
interaction and discovery" and "greater opportunity for the participants' 
views to emerge" (Stewart Ss Shamdasani, 1990, p. 89). Where necessary, 
the researcher invited further comment, used probes or reflected content to 
stimulate further discussion. OccasionaUy, the researcher summarised or 
posed a question from the interview guide. Towards the end of the 
interview, the researcher invited participants to express any final thoughts 
or comments, made a closing statement including a comment about 
participants respecting the confidentiaUty of the other participants, and 
thanked the group in accordance with suggestions by Vaughn et al. (1996). 
Part 3 - Evaluation of the Use of Teleconference Calls 
A questionnaire was designed to evaluate the use of teleconference 
caUs as a medium to conduct the focus group interviews (see Appendix 11). 
The form contained three sections. The ffrst section contained seven items 
evaluating the interview preparation, and the second section contained 12 
items evaluating the conduct of the discussion group. Participants 
responded to each of the 19 items on a three point Likert scale. The third 
section of the form invited participants to provide additional comments. 
The questionnafre was sent with a covering letter (see Appendix 12) to aU 
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51 participants of the focus group interviews with a stamped addressed 
envelope for its return. A thank you/reminder letter (see Appendix 13) was 
sent to aU participants 10 days later. 
Ethical Issues 
This study accorded with the ethical guidelines of the Queensland 
University of Technology, and received ethical clearance from the 
University Research Ethics Committee. In addition, permission to conduct 
the study was received from the Queensland Department of Education (see 
Appendix 6), and participants were informed of this when they received 
copies of the questionnafre in part 1 of the study. 
While all guidance officers and senior guidance officers in the 
Queensland Department of Education were invited to participate in the 
study, participation was voluntary. Only respondents who completed and 
returned the consent form (see Appendix 5) were invited to participate in 
the focus discussion groups. 
ConfidentiaUty was ensured. Only aggregated statistical data was 
used in reporting the findings of the questionnafre, and no identifiable data 
from the focus groups was used. The researcher transcribed the tapes and 
identifiable data such as names or regions was removed. Because of the 
smaU numbers of guidance personnel working in some regions, care was 
also taken that particular regions of the Department of Education were not 
identified. 
House (1990), in referring to quaUtative field studies, suggests three 
basic ethical principles, "the principles of mutual respect, of noncoercion 
and nonmanipulation" (p. 158). These have broader appUcation and were 
followed in this research. The principle of mutual respect was evidenced in 
the openness of the researcher to a variety of perspectives on clinical 
supervision and in the reporting of the findings. For example, the 
perspectives of the guidance officers and senior guidance officers were 
regarded equally. In relation to noncoercion, as previously stated 
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participation in the study was voluntary. Marupulation occurs when 
participation in a study could be damaging to those involved, fri this study, 
care was taken to report the findings in such a way that the reputations of 
one or both groups of subjects, thefr profession, or the Department of 
Education were not prejudiced. 
This chapter has outiined the method used in this two part study. 
Data from each part of the study was analysed and wiU be presented in 
separate chapters. Chapter 6 wiU present the findings of the survey 
questionnaire, and chapters 7 and 8 wiU present the findings of the focus 
group discussions. Chapter 9 wUl present the findings of the focus group 
evaluation. Chapter 10 wUl then discuss the research findings. 
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CHAPTER 6 
RESULTS - QUESTIONNAIRES 
Chapter 5 outUned the research method used in this study and the 
two types of data coUection employed. This chapter wiU report on the 
findings of the questionnafres, and chapters 7 and 8 wiU report on the 
findings of the focus group interviews. The results of the analysis 
addressed the major research question which sought information on the 
perceptions and experiences of guidance officers and senior guidance 
officers in relation to clinical supervision. In particular, the analysis 
provided information on how clinical supervision is conceptuaUsed and 
experienced by school guidance personnel, as well as information on how 
the supervisory context affects the provision of cUnical supervision. 
The data analysis revealed certain characteristics about the 
supervisory context and the respondents, as weU as thefr perceptions and 
experiences of cUrdcal supervision. The supervisory context and 
respondent characteristics wiU be reported ffrst, foUowed by 
conceptuaUsations of clinical supervision. The conduct of cUnical 
supervision wiU then be discussed. Dffferences between supervised 
guidance officers and unsupervised guidance officers, supervised guidance 
officers and senior guidance officers, primary and secondary guidance 
officers, length of experience, and males and females wiU be reported where 
appropriate throughout the chapter. Only significant differences wiU be 
reported. 
227 guidance officers responded to the guidance officer 
questionnafre. In the data analysis, question 15 was used to distinguish 
between guidance officers who received cUnical supervision and those who 
did not. Seven of the respondents gave either multiple responses to or did 
not indicate the frequency of thefr clinical supervision (question 16), and 
wiU not be included in the data analysis. Therefore the useable response 
rate is 56.7%. Almost a quarter (24%) of the guidance officer respondents 
indicated on this question that they never receive cUnical supervision. The 
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167 guidance officers who indicated that they received supervision wUl be 
discussed separately from the 53 who indicated that they never receive 
supervision. 
Twenty-eight serUor guidance officers responded to the serdor 
guidance officer questionnafre. However, three gave multiple responses to 
the question on the frequency of thefr cUnical supervision (question 16), 
and were not included in the data analysis. Therefore 25 wiU be included in 
the data analysis, representing a useable response rate of 54.3%. AU three 
groups, senior guidance officers, supervised guidance officers, and 
unsupervised guidance officers wUl be included in the findings on the 
supervisory context and respondent characteristics. However, only the 
findings related to the senior guidance officers and supervised guidance 
officers wiU be included in the discussion on the conduct of clinical 
supervision. 
Analysis 
The data was analysed using descriptive statistics, such as 
frequencies. Simple t tests and chi-squares were used to analyse between 
group dffferences. The findings related to senior guidance officers, 
supervised guidance officers, and unsupervised guidance officers wiU be 
discussed separately. Between group differences wiU be presented where 
appropriate throughout the chapter. For example dffferences between 
females and males, supervised and unsupervised guidance officers, 
primary and secondary guidance officers, senior guidance officers and 
supervised guidance officers, and years of experience wiU be presented. The 
number of comparisons was less than the number of degrees of freedom 
associated with the variables, so no correction for the type 1 famUywise 
error was considered necessary (Keppel, 1982). 
The Supervisory Context and Respondent Characteristics 
In addition to perceptions about cUnical supervision, the 
questionnafre gathered data on the supervisory context and the 
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characteristics of the respondents. The supervisory context wUl be 
discussed ffrst foUowed by respondent characteristics. 
The Supervisory Context 
At the time of the study, the Department of Education contained 
eleven regions which were responsible for the implementation of 
Departmental poUcy. The distribution of the regions is shown on the map 
in Appendix 1. As mentioned in chapter 1, the population of Queensland is 
concentrated in the south east comer of the state. As indicated in Table 
6.1, aU regions of the Department except the South West Region were 
represented in each of the respondent categories. No serUor guidance 
officer was based in the South West Region of the Department at the time 
of the study. Examination of the location characteristics of nonrespondents 
showed that respondents and nonrespondents were evenly distributed 
across the state. Limited data provided by the emplo3dng authority meant 
that comparison by gender and age were not possible. 
Table 6.1 
Regional location of r e s p o n d e n t s 
Region 
Metropolitan East 
Northern 
Metropolitan West 
Peninsula 
Sunshine Coast 
Capricomia 
South Coast 
North West 
Darling Downs 
South West 
Wide Bay 
No region 
indicated 
Total 
Senior GOs 
4 
1 
3 
1 
5 
2 
1 
2 
4 
-
2 
-
25 
Supervised GOs 
33 
12 
20 
15 
21 
11 
27 
2 
9 
5 
11 
1 
167 
Unsupervised GOs 
7 
2 
10 
1 
9 
7 
2 
1 
5 
2 
7 
-
53 
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Senior guidance officers. The 25 senior guidance officers who 
responded represented 10 of the Queensland Department of Education's 
11 regions. Within the regions, five senior guidance officers were based in 
the Brisbane City CouncU area, the capital city of Queensland located in 
MetropoUtan East and MetropoUtan West regions. Another 15 were based 
in provincial cities. Thus most (80%) of the senior guidance officers were 
based in cities with a population of 10000 or more. The others were based 
in rural towns and urban shfres, generaUy located adjacent to large cities 
such as Brisbane or TownsvUle. 
Supervised guidance officers. The 167 supervised guidance officers 
represented aU of the Department's 11 regions. One of the guidance officers 
did not indicate the region in which they work. Approximately one third 
(32.9%) of the guidance officers were based in provincial cities, almost a 
quarter in each of the Brisbane City CouncU area (24%) and rural towns 
(22.8%). Thus over haff (56.9%) of the supervised guidance officers were 
based in centres with a population of over 10000 people. The remainder 
were based in urban shires, generaUy located adjacent to large cities such 
as Brisbane or TownsvUle. 
Unsupervised guidance officers. The 53 unsupervised guidance 
officers represented all of the Department's eleven regions. Within regions, 
12 unsupervised guidance officers were based in the Brisbane City CouncU 
area, 4 in urban shfres, 23 in provincial cities, and 13 in rural towns. Thus 
most (66.3%) of the unsupervised guidance officers were based in centres 
with a population of 10000 or more. 
Distance between Guidance Officers and Senior Guidance Officers 
As previously discussed, Queensland is a geographicaUy vast state. 
Table 6.2 indicates the distance between the base school of guidance 
officers and the office of senior guidance officers. Senior guidance officers 
indicated the distance between thefr office and the furthest guidance officer 
they supervise. 
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Senior guidance officers. Seven of the senior guidance officers 
indicated that thefr furthest guidance officer supervisee was located within 
twenty kUometres of thefr office, and another eight indicated that thefr 
furthest guidance officer supervisee was located within 20-50 kUometres 
from thefr office. Thus over haff of the senior guidance officers supervised 
guidance officers no more than fffty kUometres from thefr office. However, 2 
provided supervision for a guidance officer based more than 200 kUometres 
from thefr office, and 4 senior guidance officers provided supervision for 
supervisees located between 200 and 400 kUometres away. This is an 
indication of the remoteness of some guidance officers from thefr 
supervisors. In addition, it is a rerrUnder of the amount of traveUfrig time 
which has to be factored into the provision of supervision by some senior 
guidance officers. 
Table 6.2 
Distance between guidance officers and senior guidance officers 
Distance 
Within 20 klms 
20-50 klms 
50-100 klms 
100-200 klms 
200-400 klms 
400 klms or more 
Total 
Senior GOs 
7 
8 
3 
2 
4 
-
24 
Supervised guidance officers. 
Supervised 
117 
25 
9 
5 
5 
6 
167 
GOs Unsupervised GOs 
The b a s e school of the maj 
37 
7 
2 
3 
-
-
49 
ority 
(70.1%) of supervised guidance officers was within 20 kUometres of thefr 
senior guidance officer's base. A further 25 (15%) were based between 20 
and 50 kUometres from their senior guidance officer. Thus over three 
quarters of the supervised guidance officers were based 50 kUometres or 
less from thefr senior guidance officer. Of the rest, 11 were based 200 
kilometres or more from their senior guidance officer, and six of these were 
located 400 kUometres or more from thefr senior guidance officer. This is 
illustrative of the geographic isolation experienced by some guidance 
officers. 
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Unsupervised guidance officers. The base school of the majority 
(69.8%) of unsupervised guidance officers was located within 20 kUometres 
of thefr senior guidance officer's base. A further 7 (13.2%) were based 
between 20 and 50 kUometres from thefr senior guidance officer. Thus 
most (83%) of the unsupervised guidance officers were based 50 kUometres 
or less from their senior guidance officer. Of the rest, none were located 
more than 200 kilometres from thefr senior guidance officer. Thus, extreme 
remoteness was not a contributing factor in this group not receiving 
supervision. 
Respondent Characteristics 
AU respondents were also asked to provide information on their 
gender, age, and years of experience. This information is provided in Tables 
6.3, 6.4, and 6.5. In addition, guidance officers were asked to indicate 
whether thefr work is predonUnantiy primary, secondary, or P-12, and 
senior guidance officers were asked to indicate whether thefr background is 
primary, secondary, or P-12. This information is presented in Table 6.6. 
Guidance officers were also asked how many schools they work in, and 
senior guidance officers were asked how many guidance officers they 
supervise. 
Gender 
As iUustrated in Table 6.3 almost three quarters (72%) of the senior 
guidance officers were male and the rest were female. Over haff (56.9%) of 
the supervised guidance officers were female and the rest were male. 
Almost two-thfrds (64.2%) of the unsupervised guidance officers were 
female and the rest were male. Thus, whUe most of the guidance officers 
were female, most of those in the promotional position, that is senior 
guidance officer, were male. 
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Table 6.3 
Gender of respondents 
Gender 
Male 
Female 
Total 
Senior GOs 
18 
7 
25 
Supervised GOs 
71 
95 
166 
Unsupervised GOs 
19 
34 
53 
Gender of Supervisor 
Supervised guidance officers. The majority (57.1%) of the supervised 
guidance officers were supervised by male serUor guidance officers, and 
29.3% were supervised by female senior guidance officers. One supervised 
guidance officer indicated that they did not have a senior guidance officer 
to supervise them at the time of the study. 
Unsupervised guidance officers. Male senior guidance officers were 
responsible for the supervision of three quarters (75.5%) of the 
unsupervised guidance officers and female serUor guidance officers were 
responsible for the supervision of another six. Six unsupervised guidance 
officers indicated that they did not have a senior guidance officer to 
supervise them at the time of the study. 
Table 5.4 
Age of respondents 
Age group Senior GOs Supervised GOs Unsupervised GOs 
Under 25 
26-30 1 5 
31-35 - 15 6 
36-40 1 31 11 
41-45 7 52 21 
46-50 10 37 8 
51-55 4 18 4 
Over 55 2 7 2 
Total 25 165 52 
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Age of Respondents 
As shown in Table 6.4 most of the respondents were aged between 
41 and 50. This age group accounted for over two-thfrds (68%) of the serUor 
guidance officers, and over haff of the supervised guidance officers (53.3%) 
and unsupervised guidance officers (54.7%). Few of the respondents were 
aged 30 or under, and this is not surprising given that experience as a 
teacher and post-graduate education is a prerequisite for the guidance 
officer position. However, it is surprising that one senior guidance officer 
was aged 30 or under given that it is a promotional position. 
Years of Experience in Current Position 
As indicated in Table 6.5, sUghtiy more than half (52%) of the senior 
guidance officers had seven years or more experience in that position. 
Approximately one quarter of the supervised guidance officers (25.2%) had 
less than four years of experience in that position, and almost one thfrd 
(30.5%) had over 11 years experience as a guidance officer. Almost haff 
(45.1%) of the supervised guidance officers and over half (58.5%) of the 
unsupervised guidance officers had more than 7 years experience in that 
position. Almost one quarter of the unsupervised guidance officers (22.7%) 
had less than four years of experience as a guidance officer, and 
approximately one quarter (26.4%) had over 11 years experience as a 
guidance officer. 
Table 6.5 
Years of experience in present position 
Years of Senior GOs Supervised GOs Unsupervised GOs 
experience 
_ _ 
31 11 
48 10 
26 17 
51 14 
167 53 
Less than a year 
1-3 years 
4-6 years 
7-10 years 
11+ years 
Total 
4 
5 
3 
6 
7 
25 
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Comparison between years of experience and supervised and 
unsupervised guidance officers. No significant dffferences were found 
between the length of experience as a guidance officers and whether or 
not they received supervision. This is iUustrated in Table 6.6. 
As indicated in Table 6.6, most of the guidance officers with less 
than a year of experience indicated that they were receiving supervision. 
This is the only group for whom a specific amount of supervision is 
prescribed in the guidance officer position description discussed 
previously. It is also interesting to note that the supervised guidance 
officers are drawn from all levels of experience, including those who are 
very experienced. In addition, unsupervised guidance officers were drawn 
from all levels of experience. 
Table 6.6 
Comparison between supervised and unsupervised guidance officers and 
length of exper ience a s 
Supervised 
Not 
supervised 
Background 
less than 1 
year 
11 
1 
a gu idance officer 
Length of experience 
1-3 years 4-6 years 7-10 years 
31 48 
11 10 
26 
17 
11 or more 
years 
51 
14 
As indicated in Table 6.7, four of the senior guidance officers came 
from a P-12 background, with the remainder being fafrly evenly divided 
between those from a secondary background and those from a primary 
background. An equal number of supervised guidance officers worked in 
secondary schools and primary schools, and a smaU number (15.6%) 
worked in P-12 settings. Approximately two-thfrds (66%) of the 
unsupervised guidance officers worked predominantiy in secondary school 
settings, almost a quarter (24.5%) in primary schools, and a smaU number 
(9.4%) in P-12 settfrigs. 
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Table 6.7 
Background of SGOs and predominant work level of GOs 
Background SGOs Supervised GOs Unsupervised GOs 
Primary 10 70 13 
Secondary 11 70 35 
P-12 4 26 5 
Total 25 166 53 
Dffferences between primary, secondary, and P-12 guidance officers. 
As indicated in Table 5.8, a greater percentage of primary and P-12 
guidance officers received supervision than secondary guidance officers. 
This may be because at the time of the study most secondary guidance 
officers were school based, whereas some primary and P-12 guidance 
officers were based in school support centres, and may have been able to 
access peers or senior guidance officers more readily than secondary 
guidance officers. 
Table 6.8 
Percentages of primary, secondary, and P-12 guidance officers supervised 
and unsuperv i sed 
Supervised/ 
unsupervised 
Supervised 
Unsupervised 
Primary 
84.3 
15.7 
Secondary P-12 
66 84 
34 16 
Number of Guidance Officers Supervised by Senior Guidance Officers 
Sixteen senior guidance officers (64%) supervised 7 or more 
guidance officers each, including 4 who supervised more than 10 guidance 
officers each. Nine senior guidance officers supervised 6 or fewer guidance 
officers. 
Number of Schools in which Guidance Officers Work 
Almost one thfrd (32.3%) of the supervised guidance officers worked 
in only one school. Over a haff (57.5%) worked in three or more schools, 
including almost a quarter (24.6%) who worked in six or more schools. Haff 
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of t he unsupe rv i sed guidance officers (50.9%) worked in orUy one school, 
a n d a further 7 (13.2%) worked in six or more schools. The res t worked in 
two to five schools . 
ConceptuaUsat ions of Clinical Supervision 
As explained previously, the conceptuaUsat ions of clinical 
supervision in th is s tudy includes s u c h topics a s definitions of supervision, 
r e a s o n s for supervision, a n d supervision training. The quest ionnafre 
eUcited information on supervision t ra ining and r easons for cUnical 
supervision, bo th of which wiU be d i scussed here . 
Training in Supervis ion 
Par t ic ipants were a sked to indicate how m u c h t ra in ing they h a d 
received in clinical supervis ion (question 10), a n d w h e t h e r t he a m o u n t of 
t ra in ing they h a d received w a s a d e q u a t e (question 11). The a m o u n t of 
t ra in ing received is i l lus t ra ted in Table 6.9. 
Table 6.9 
Length of t ra in ing in clinical supervis ion 
Length of training Senior GOs Supervised GOs Unsupervised GOs 
None i 22 25 
Less than a week 12 91 19 
Less than a 9 25 5 
month 
More than one 3 24 2 
month 
Total 25 162 51 
Senior gu idance officers. Over haff of t he senior gu idance officers 
(52%) h a d received less t h a n a week ' s t r a in ing in clinical supervis ion , a n d 
one of t h e s e h a d received n o t ra in ing . Over one th i rd (36%) h a d received 
be tween a week a n d a m o n t h ' s t ra in ing , a n d th ree h a d received more 
t h a n a m o n t h ' s t ra in ing . Most (84%) of t he senior gu idance officers 
ind ica ted t h a t t h e a m o u n t of t ra in ing they h a d received w a s less t h a n 
a d e q u a t e , a n d two indica ted t h a t t he a m o u n t of t r a in ing they h a d 
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received was adequate. Most (72%) had received most of their training 
from the Department of Education, and three had received most of thefr 
training from providers outside of the Department of Education other 
than the Queensland Guidance and Counselling Association Inc. or 
universities. 
Supervised guidance officers. Over two-thirds (67.7%) of the 
supervised guidance officers had received less than a week's training in 
cUnical supervision, including 13.2% who had received no training. Some 
(14.4%) had received more than a month's training in cUnical supervision. 
The majority (61.1%) indicated that the amount of training they had 
received in clinical supervision was less than adequate, and 54 thought 
the amount of training in supervision was adequate. Over half (52.7%) 
had received most of their training through the Department of Education 
and 35 (21%) had received most of their training through providers 
outside of the Department of Education including universities, the 
Queensland Guidance and Counselling Association Inc. and other 
organisations. 
Unsupervised guidance officers. Almost a half of the unsupervised 
guidance officers (47.2%) had received no training in supervision, and 
more than a third (35.8%) had received less than a week's training. Only 
seven had received more than a week's training in supervision. Most of 
the unsupervised guidance officers (88.7%) thought that the amount of 
training they had received was inadequate, and 4 thought that the 
amount of training they had received was adequate. Almost one third 
(32.1%) had received most of their training through the Department of 
Education, and 15 had received their training from providers outside the 
Department including the Queensland Guidance and CounseUing 
Association Inc., universities, and other organisations. 
Differences between supervised and unsupervised guidance 
officers. Significant differences were found between supervised guidance 
officers and unsupervised guidance officers (.X^  = 29.40, df = 3, p<.001). 
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Of the supervised guidance officers, 86% had received training in 
supervision compared with 5 1 % of the unsupervised guidance officers. In 
addition, of the 166 guidance officers who indicated that they had 
received training in supervision, 84% were supervised and 16% were not. 
Reasons for Clinical Supervision 
On this topic (question 20) participants were given 5 items to 
consider and rate on a four point scale ranging from 1 - always to 4 -
never. The items described possible reasons for clinical supervision, and 
included new ideas and strategies, support, personal growth by 
identifying the guidance officer's issues, debriefmg, feedback on the 
guidance officer's work. There was also an opportunity to indicate other 
reasons. Table 5.10 indicates the reasons for clinical supervision. Only 
the perceptions of senior guidance officers and supervised guidance 
officers will be included in this discussion. 
Table 5.10 
Reasons for clinical superv is ion 
Reasons Senior GOs 
New ideas and strategies 20 
Support 24 
Personal growth 19 
Debriefing 19 
Feedback 17 
Other 24 
Senior gu idance officers. As shown in 
Supervised GOs 
112 
144 
100 
98 
85 
147 
Table 6.10, mos t senior 
guidance officers indicated that they always or frequentiy provided 
support (96%) and new ideas and strategies (80%) in clinical supervision. 
Many also indicated that they provided debriefing (76%), personal growth 
(68%), and feedback (76%). Most also indicated that they provide items in 
addition to those suggested, bu t few provided examples. However, one 
senior guidance officer also provided "co-working in supervision", and 
another planned regional supervision days in response to identified needs 
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of guidance officers. Yet another indicated that he / she provided dfrection 
related to personal growth by identifying a guidance officer's own issues. 
Supervised guidance officers. As Ulustrated in Table 6.10, most of 
the supervised guidance officers indicated that they always or frequentiy 
received support (86.2%), and new ideas and strategies (67.1%). Many 
indicated that they always or frequently receive personal growth (59.9%) 
and debriefing (58.7%). SUghtiy more than haff (50.9%) indicated that 
they always or frequently receive feedback on thefr work from clinical 
supervision. Most of the supervised guidance officers also indicated that 
they received something other than those items suggested and cited 
examples such as countersigning of reports, information that might be 
useful in the job, information, coUegiaUty, motivation and sense of 
purpose, stress, professional development, renewed confidence, specific 
information, and a chance to interact with professional peers. 
t tests revealed no significant differences between senior guidance 
officers and supervised guidance officers on the variables listed in Table 
5.10. 
Conduct of Clinical Supervision 
As discussed in chapter 3, the conduct of clinical supervision 
includes the supervisory relationship, ethical considerations, and the 
implementation of clinical supervision. The findings on the 
implementation of clinical supervision will be presented first, followed by 
ethical considerations and then the supervisory relationship. 
Implementation of Clinical Supervision 
The implementation of clinical supervision includes the findings on 
the frequency and duration of clinical supervision, adequacy of time 
spent in clinical supervision, and the provision of clinical supervision. 
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Frequency of Clinical Supervision 
Table 6.11 Ulustrates the perceptions of guidance officers and 
senior guidance officers about the frequency of cUnical supervision 
(question 16). As Ulustrated in Table 6.11, 53 guidance officers indicated 
that they never receive supervision. These have previously been 
discussed in this chapter as unsupervised guidance officers, and will not 
be included in the data analysis from this point. In general, guidance 
officers indicated that clinical supervision occurred less frequentiy than 
senior guidance officers indicated. 
Table 6.11 
Frequency of clinical supervision 
Frequency Senior GOs GOs 
Every week 6 6 
Every two weeks 7 21 
Every month 10 36 
Every term 2 59 
Every semester - 26 
Once a year - 19 
Never - 53 
Total 25 220 
Senior guidance officers. Most of the senior guidance officers (92%) 
indicated that they provide clinical supervision for guidance officers every 
month or more frequentiy. None indicated that they provide clinical 
supervision less frequentiy than every term. In the Queensland school 
system a term is half a semester and ranges in length from 8 to 11 weeks 
approximately. There are four terms in a school year. Over one third of 
senior guidance officers (40%) indicated that they provided clinical 
supervision for guidance officers every month. Approximately one quarter 
indicated that they provided clinical supervision every fortnight (28%), or 
every week (24%). The three senior guidance officers who responded and 
were not included in the data analysis provided multiple responses on the 
questionnaire which indicated that they cater differently for the needs of 
the guidance officers they supervise. For example, all three provide 
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supervision for primary guidance officers more frequentiy than for 
secondary guidance officers. In addition, another indicated that because 
h e / s h e provides more frequent supervision for two guidance officers new 
to the profession, other guidance officers receive less supervision. 
Supervised guidance officers. A small number of supervised 
guidance officers (16.2%) indicated that they received cUnical supervision 
every fortnight or every week. Over one third of the supervised guidance 
officers (37.8%) indicated that they received clinical supervision every 
month or more frequently, vidth a further third (35.3%) indicating that 
they receive supervision every term. In the Queensland school system a 
term is half a semester and ranges in length from 8 to 11 weeks 
approximately. There are four terms in a school year. Thus, almost three 
quarters (73.1%) of the supervised guidance officers receive supervision 
every term or more frequently. However, slightly more than one quarter 
(27%) of the supervised guidance officers indicated that they received 
clinical supervision from their senior guidance officer every semester or 
less frequentiy. In addition, a group of fifty three guidance officers, 24% of 
the guidance officer respondents, do not receive clinical supervision. 
Thus almost half (44.5%) of the guidance officers receive supervision 
twice a year or less. 
Duration of Clinical Supervision 
Table 6.12 illustrates the duration of clinical supervision sessions 
(question 17) as perceived by guidance officers and senior guidance 
officers. 
Senior guidance officers. Over half (56%) of the senior guidance 
officers indicated that the duration of their clinical supervision sessions 
with guidance officers was between one and two hours. Almost one third 
(32%) indicated that the duration was less than one hour. 
Supervised guidance officers. Over haff of the supervised guidance 
officers (53.3%) indicated that the duration of their cUnical supervision 
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sessions with their senior guidance officers was less than one hour, and a 
further 41.3% indicated that it was between one and two hours. In 
general, the supervised guidance officers perceived that the duration of 
their cUnical supervision sessions was less than that perceived by senior 
guidance officers. 
Table 6.12 
Duration of most clinical supervision sessions 
Duration of clinical 
supervision sessions 
Less than 60 minutes 
60 minutes - 2 hours 
More than two hours 
Total 
Adequacy of Clinical 
Senior GOs 
8 
14 
1 
23 
Supervis ion Time 
Supervised GOs 
89 
69 
8 
166 
While there are differences in perceptions between supervised 
guidance officers and senior guidance officers on the duration of clinical 
supervision sessions. Table 5.13 indicates that there is agreement 
between the majority that the amount of time spent on clinical 
supervision is inadequate (question 18). 
Table 6.13 
Adequacy of clinical supervision time 
Adequacy of supervision 
Very adequate 
Adequate 
Less than adequate 
Total 
Approximately three quarters (72%) of the senior guidance officers 
indicated that the amount of time they provided guidance officers for 
clinical supervision was less than adequate. Over half (55.1%) of the 
supervised guidance officers indicated that the amount of time they 
participated in clinical supervision was less than adequate. Over one 
Senior GOs 
-
7 
18 
25 
Supervised GOs 
13 
59 
92 
164 
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third (35.3%) of the supervised guidance officers indicated that it was 
adequate, and 7.8% indicated that it was very adequate. In addition, 
92.5% of unsupervised guidance officers perceived thefr supervision as 
inadequate. 
Provision of Supervision 
Almost all of the senior guidance officers (22) indicated that they 
provided most of thefr clinical supervision within work time, and only three 
provided most of thefr clinical supervision outside of work time. Most (88%) 
of the guidance officers indicated that they received most of thefr clinical 
supervision within work time, and 10.8% indicated that they received most 
of thefr clinical supervision outside work time. 
Ethical Considerations 
The questionnaire sought information on supervision contracts, 
the structure of supervision, goal setting, and evaluation. 
Supervision Contracts 
Most (88%) of the senior guidance officers indicated that they had 
established supervision contracts (question 14) with their supervisees, 
and 3 indicated that they had not established supervision contracts. 
Almost a third (31.7%) of the supervised guidance officers indicated that 
a supervision contract had been established between them and their 
senior guidance officer, but two thirds (66.5%) indicated that supervision 
contracts had not been established. In general, more senior guidance 
officers than supervised guidance officers perceived that contracts had 
been established. None of the unsupervised guidance officers indicated 
that they had a supervision contract with their supervisor. 
Structure of Supervisory Sessions 
On this topic (question 21) participants were asked to indicate on a 
four point Likert scale ranging from 1 - always to 4 - never whether their 
clinical supervision has a set format or no format, and whether the format 
is determined by the guidance officer, the senior guidance officer or both 
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the guidance officer and the senior guidance officer together. Table 6.14 
illustrates the processes always or frequentiy perceived in the structure 
of their clinical supervision. 
Senior guidance officers. More than haff (15) of the senior guidance 
officers indicated that the structure of their clinical supervision sessions 
always or frequently has a set format, and slightly more than one third 
(36%) indicated that the structure of their supervision sessions always or 
frequently had no format. Over half (55%) of the senior guidance officers 
indicated that the format was set by the guidance officer, and fewer than 
half (40%) indicated that it was set by the senior guidance officer. 
However, most (84%) senior guidance officers indicated that the format 
was agreed to by both the guidance officer and the senior guidance 
officer. 
Table 6.14 
Structure of clinical supervision sessions 
Structure 
A set format 
No format 
A format set by SGO 
A format set by GO 
A format agreed to by 
both 
Supervised guidance officers. Of the supervised guidance officers, 
fewer than one third (31.8%) indicated that the structure of their clinical 
supervision sessions always or frequentiy has a set format, and over half 
(58.1%) indicated that the structure of thefr supervision sessions always 
or frequentiy has no structure. Approximately a third indicated that the 
format of their supervision sessions is always or frequentiy set by either 
them (37.1%) or their senior guidance officer (40.1%), and sUghtiy more 
than half (56.3%) indicated that the format was always or frequentiy 
agreed to by both the guidance officer and thefr senior guidance officer. 
Senior GOs 
15 
9 
10 
14 
21 
Supervised GOs 
53 
97 
67 
62 
94 
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Differences between senior guidance officers and supervised 
guidance officers. Some significant dffferences were found between the 
perceptions of senior guidance officers and supervised guidance officers 
about the structure of supervision. This is Ulustrated in Table 6.15. The 
response categories were receded for this data analysis as indicated 
below Table 6.15. Therefore a higher mean score indicates that the 
variable occurred more frequentiy. 
Table 6.15 
Means and standard deviations between senior guidance officers' and 
supervised guidance officers' perceptions of the structure of supervision 
Structure 
Set format 
No format 
Format set by 
SGO 
Format set by 
GO 
Format agreed 
to by GO and 
SGO 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
Senior GOs 
(n=25) 
2.72 
.98 
2.2 
1.16 
2.48 
.87 
2.68 
.8 
3.16 
.69 
Supervised 
GOs (n=167) 
2.07 
1.04 
2.64 
1.05 
2.23 
1.05 
2.22 
.98 
2.56 
1.01 
-3.09^ 
1.8 
-1.28 
-2.62" 
-3.77* 
Note. Response categories; 1. Never; 2. Seldom; 3. Frequentiy; 4. Always 
*2 < 0.05. **E < 0.01. ***E < 0.001. 
Three significant results were found. The most significant 
difference was that senior guidance officers were more likely than 
guidance officers to perceive that the format of supervision had been 
agreed to by both the guidance officer and the seruor guidance officer. In 
addition, senior guidance officers were more likely than guidance officers 
to perceive that supervision had a set format, and that the format of 
supervision was set by the guidance officer. 
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Goals of supervision 
On this topic (question 22) participants were asked to indicate on a 
four point Likert scale ranging from 1 - always to 4 - never whether the 
goals of their clinical supervision were determined by the guidance 
officer, the senior guidance officer or both the guidance officer and the 
senior guidance officer together. They were also asked to indicate whether 
goals were not determined or emerged throughout the supervisory 
session Table 6.16 illustrates the processes of goal setting always or 
frequentiy perceived. 
Table 6.16 
Goals of clinical supervis ion 
Goals 
Determined by SGO 
Determined by GO 
Determined by both 
Not determined 
Emerge throughout 
session 
Senior gu idance officers. 
Senior GOs 
10 
20 
22 
5 
19 
Most senior guidance 
Supervised GOs 
36 
92 
96 
69 
90 
officers (88%) 
indicated that the goals of clinical supervision were always or frequently 
determined by both the guidance officer and the senior guidance officer 
together. Most (80%) also perceived that guidance officers were more 
likely than senior guidance officers to always or frequentiy determine the 
goals of supervision. Fewer than a quarter (20%) indicated that goals are 
always or frequently not determined, and approximately three quarters 
(76%) perceived that goals always or frequently emerge throughout the 
supervision session. 
Supervised guidance officers. More than half (57.5%) of the 
supervised guidance officers indicated that the goals of clinical 
supervision were always or frequently determined by both the guidance 
officer and the senior guidance officer together. More than half (55.1%) 
indicated that they always or frequently determined the goals of 
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supervision themselves, and few (27.6%) indicated that senior guidance 
officers set the goals of supervision. Fewer than haff (41.4%) indicated 
that goals are always or frequentiy not determined, and more than half 
(53.9%) indicated that goals always or frequentiy emerge throughout the 
supervision session. 
Differences between senior guidance officers and supervised 
guidance officers. Significant dffferences were found between the 
perceptions of senior guidance officers and supervised guidance officers 
about the goals of clinical supervision. This is iUustrated in Table 6.17. 
The response categories were receded for this data analysis as indicated 
below Table 6.17. Therefore a higher mean score indicates that the 
variable occurred more frequently. 
Table 6.17 
Means and standard deviations between senior guidance officers' and 
superv ised gu idance officers' pe rcep t ions a b o u t the goals of supervision 
Goals of 
supervision 
Determined by 
SGO 
Determined by 
GO 
Determined by 
SGO and GO 
Not 
determined 
Emerge 
throughout 
session 
Note. Response categ( 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
Dries: 1. 
Senior GOs 
(n=25) 
2.32 
.95 
3.04 
.68 
3.16 
.62 
1.92 
1.08 
2.88 
.73 
Never; 2. Seldom; 3. 
Supervised 
GOs (n=167) 
2.06 
.96 
2.59 
.9 
2.57 
.95 
2.23 
1.14 
2.52 
.88 
Frequently; 4. 
t 
-1.28 
-2.94** 
.4 04*** 
1.32 
-2.27* 
Always 
*E < 0.05. **p < 0.01. ***p < 0.001. 
An examination of Table 6.17 showed three significant differences 
between guidance officers and senior guidance officers. Senior guidance 
191 
officers were more likely than guidance officers to perceive that 
supervision goals were set by supervised guidance officers or by 
supervised guidance officers together with thefr senior guidance officer. 
In addition senior guidance officers were more Ukely than supervised 
guidance officers to perceive that goals emerge throughout the 
supervisory session. 
Difference between primary and secondary supervised guidance 
officers. Only one significant difference was found when t tests were 
conducted. The data was receded, therefore a higher mean score 
indicates that the variable occurred more frequentiy. The difference 
between the perceptions of primary and secondary guidance officers 
about the goals of clinical supervision being determined by their senior 
guidance officer was significant, t = -2.66, p < .05 (primary guidance 
officers M = 1.84, SD = .88, secondary guidance officers M = 2.27, SD 
= 1.02). 
Evaluation of Clinical Supervision 
On this topic (question 25) participants were asked to indicate on a 
four point Likert scale ranging from 1 - always to 4 - never whether their 
clinical supervision was evaluated by the guidance officer, the senior 
guidance officer or both the guidance officer and the senior guidance 
officer together. They were also asked to indicate whether evaluation was 
done on a regular basis or as the need arises. Table 6.18 Ulustrates the 
processes of evaluation always or frequentiy perceived. 
Senior guidance officers. Fewer than half (44%) of the senior 
guidance officers indicated that clinical supervision is always or 
frequently evaluated on a regular basis. However, more than half (60%) 
indicated that supervision is evaluated as the need arises. Almost three 
quarters (72%) indicated that the evaluation was always or frequentiy 
done by the guidance officer and the senior guidance officer together. 
More than half (68%) indicated that they evaluated clinical supervision 
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and fewer (56%) perceived that guidance officers evaluated cUrUcal 
supervision. 
Supervised guidance officers. Approximately a quarter (24.6%) of 
the supervised guidance officers indicated that thefr clinical supervision 
was always or frequentiy evaluated on a regular basis, and fewer than 
half (45.5%) indicated that it was always or frequently evaluated as the 
need arises. Approximately half (49.7%) of the guidance officers indicated 
that they always or frequentiy evaluated their clinical supervision, and 
even fewer (42.5%) indicated that they always or frequentiy evaluated it 
with their senior guidance officer. A thfrd (33%) indicated that thefr 
senior guidance officer evaluated cUnical supervision. 
Table 6.18 
Evaluation of clinical supervision sessions 
Evaluation 
On a regular basis 
As the need arises 
Done by GO 
Done by SGO 
Done by GO and SGO 
together 
Differences in 
Senior GOs 
11 
15 
14 
17 
18 
Supervised GOs 
41 
76 
83 
55 
71 
percep t ions a b o u t the evaluat ion of supervis ion 
be tween superv i sed gu idance officers and senior gu idance officers. 
Significant differences were found between the senior guidance officers 
and the supervised guidance officers. This is Ulustrated in Table 6.19. 
The response categories were receded for this data analysis as indicated 
below Table 6.19. Therefore a higher mean score indicates that the 
variable occurred more frequentiy. 
An examination of Table 6.19 showed three significant differences 
between senior guidance officers and guidance officers. In particular, 
senior guidance officers perceived that regular evaluation of supervision 
was done more frequentiy than supervised guidance officers perceived. In 
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addition, senior guidance officers perceived that they evaluated 
supervision more on their own, and in conjunction with supervised 
guidance officers than supervised guidance officers perceived. 
Table 6.19 
Means and standard deviations between senior guidance officers' and 
supervised gu idance officers' pe rcep t ions of t h e evaluat ion of supervis ion 
Evaluation of 
supervision 
Regular basis 
As the need 
arises 
Done by GO 
Done by SGO 
Done by GO 
and SGO 
together 
Note. Response 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
categories: 1. 
Senior GOs 
(n=25) 
2.52 
1.05 
2.64 
1.0 
2.72 
.84 
3.08 
.86 
2.92 
.7 
Never; 2. Seldom; 3. 
Supervised 
GOs (n=167) 
1.96 
1.06 
2.40 
1.0 
2.48 
1.04 
2.16 
1.08 
2.28 
1.06 
Frequently; 4. Always 
t 
-2.47* 
-1.12 
-1.29 
-4.83*** 
-3.93*** 
*2 < 0.05. **E < 0.01. ***E < 0.001. 
Implementation of Clinical Supervision 
The implementation of clinical supervision considered topics such 
as the format and techniques of clinical supervision, supervision of senior 
guidance officers within the Department, and cUnical supervision with 
private providers. Approaches to clinical supervision wUl be discussed 
first. 
Format and Techniques of Clinical Supervision 
On this topic (question 18) participants were given 8 items to 
consider and rate on a four point scale ranging from 1 - always to 4 -
never. The items described possible formats and techniques that could be 
used in clinical supervision. The items related to the format of clinical 
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supervision included individual supervision, live supervision, group 
supervision, and peer supervision. The items related to techniques of 
clinical supervision included case discussion, informal chats, audiotape 
case presentations, and videotape case presentations. Format will be 
discussed first, followed by techniques. There was also an opportunity to 
indicate any other forms of clinical supervision used. Table 6.20 indicates 
the approaches always or frequently used in clinical supervision. 
Table 5.20 
Format and techniques of clinical supervision 
Format and techniques 
Individual supervision 
Live supervision 
Case discussion 
Group supervision 
Peer supervision 
Informal chats 
Audiotape presentation 
Videotape presentation 
Other 
Senior GOs 
21 
14 
20 
14 
10 
22 
2 
2 
22 
Supervised GOs 
71 
66 
95 
68 
69 
138 
14 
14 
136 
Format of Clinical Supervision 
Senior guidance officers. Most senior guidance officers indicated 
that they always or frequentiy provided individual supervision (84%). 
Over half (56%) indicated that they always or frequentiy provide live 
supervision, and over half (56%) perceived that they always or frequently 
provided group supervision. Fewer than half (40%) indicated that they 
provided peer supervision. 
Supervised guidance officers. Fewer than half of the supervised 
guidance officers indicated that they frequently or always participate in 
individual supervision (42.5%), Uve supervision (39.6%), group 
supervision (40.7%), or peer supervision (41.3%). 
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Differences between senior guidance officers and supervised 
guidance officers. Significant differences were found between the 
perceptions of supervised guidance officers and senior guidance officers 
regarding the format of clinical supervision experienced. These 
differences are indicated in Table 6.21. The response categories were 
receded for this data analysis as indicated below Table 6.21. Therefore a 
higher mean score indicates that the variable occurred more frequentiy. 
As illustrated in Table 6.21, three significant differences exist 
between supervised guidance officers and senior guidance officers about 
their perceptions of the format of clinical supervision always or frequentiy 
provided. In particular, senior guidance officers perceived that they 
provided individual supervision, live supervision, and group supervision 
more frequently than guidance officers perceived that they participate in 
clinical supervision conducted according to this format. 
Techniques of Clinical Supervision 
Senior guidance officers. Most senior guidance officers indicated 
that they always or frequentiy provided informal chats (88%) and case 
discussion (80%). Little use was made of technology, with audiotaped or 
videotaped case presentation being offered by only two senior guidance 
officers. In addition most senior guidance officers (88%) perceived that 
they provided other forms of supervision not Usted. They cited examples 
including case conferencing with groups, joint interviews, 
teleconferencing, and one said they "get a guidance officer to present 
information to group - that is they research an area and inservice us". 
Supervised guidance officers. Most supervised guidance officers 
(82.7%) indicated that they always or frequentiy participated in informal 
chats . Slightly more than half (56.9%) indicated that they always or 
frequently participated in case discussion with their senior guidance 
officer. A small number (8.4%) indicated that they participated in 
audiotaped or videotaped case presentations. Most (81.5%) indicated that 
they participated in other forms of clinical supervision. In particular, they 
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cited as examples teleconference, group case discussion with the senior 
guidance officer and the network, self-evaluation and monitoring, case 
presentation, chats, peer cUnical supervision during training meetings, 
meetings with guidance officers, telephone, and peer case conferencing 
through MYCP (Management of Young Children Program). 
In addition, some provided examples of supervision which could be 
described as technical supervision, for example conferencing about 
reports, reading and commenting on reports and test proforma scoring, 
training in WISC III and assessment procedures. Some mentioned their 
attendance at meetings such as clearinghouse meetings, and some 
indicated the difference between meetings and clinical supervision with 
comments such as "network 'meetings' only". One indicated that they 
participated in cluster meetings once a month which they described as 
information sharing on work relevant issues but that "it's not true 
supervision", and one specifically wrote "none from the Department". 
Some indicated that the other clinical supervision they participated in 
involved agencies or activities outside of the Department including self-
development courses, case discussion within famUy therapy training, 
Gestalt therapy training, consultation with other agencies, and paid 
supervision with private providers. One indicated that their senior 
guidance officer was available on request and very willing, but a busy 
person. 
Differences between senior guidance officers and supervised 
guidance officers. Significant differences were found between the 
perceptions of supervised guidance officers and senior guidance officers 
regarding the techniques of clinical supervision experienced. These 
differences are indicated in Table 6.21. The response categories were 
receded for this data analysis as indicated below Table 6.21. Therefore a 
higher mean score indicates that the variable occurred more frequentiy. 
As illustrated in Table 5.21, one significant difference exists 
between supervised guidance officers and senior guidance officers about 
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their perceptions of the techniques of cUrucal supervision always or 
frequentiy provided. In particular, senior guidance officers perceived that 
they provided case discussion more frequently than guidance officers 
perceived that they participate in this form of clinical supervision. 
Table 6.21 
Means and standard deviations between senior guidance officers' and 
supervised gu idance officers' pe rcep t ions of the format and . t e c h n i q u e s of 
clinical supervis ion 
Supervision 
approach 
Individual 
supervision 
Live 
supervision 
Case 
discussion 
Group 
supervision 
Peer 
supervision 
Informal chats 
with peers 
Audiotape 
presentation 
Videotape 
presentation 
Other 
Note. Response 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
M 
SD 
categories: 1. 
Senior GOs 
(n=25) 
3.12 
.78 
2.88 
.88 
3.04 
.89 
2.64 
.76 
2.44 
.71 
3.28 
.79 
1.4 
.87 
1.36 
.86 
3.56 
1.00 
Never; 2. Seldom; 3. 
Supervised 
GOs (n=167) 
2.37 
.9 
2.27 
1.08 
2.64 
.71 
2.2 
.97 
2.23 
.96 
2.98 
.58 
1.28 
.83 
1.28 
.83 
3.38 
1.15 
Frequently; 4. 
t 
_4 42^ *** 
-3.13** 
-2.15* 
-2.62* 
-1.28 
-1.81 
-.64 
-.43 
-.81 
Always 
*E < 0.05. **2 < 0.01. ***E < 0.001. 
Differences between male and female supervised guidance officers. 
Only one significant difference was found when t tests were conducted. 
The data was receded, therefore a higher mean score indicates that the 
variable occurred more frequently. The difference between the 
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perceptions of males and females about their participation in case 
discussion with the senior guidance officer was significant, t = 2.74, p < 
.01 (males M = 2.82, SD = .72, females M = 2.52, SD =.67). 
Supervision of Senior Guidance Officers within the Department of 
Education 
On this topic (question 27) senior guidance officers were asked to 
indicate on a four point Likert scale ranging from 1 - always to 4 - never 
whether they receive clinical supervision on a regular basis or as the 
need arises. Three senior guidance officers always or frequentiy receive 
regular supervision, almost one quarter (6) seldom receive it, and the 
majority (16) never receive regular supervision within the Department of 
Education. In addition, 16 senior guidance officers also indicated that 
they seldom or never receive clinical supervision within the Department 
when the need arises. However 9 senior guidance officers indicated that 
they always or frequently receive supervision if the need arises. 
CUnical Supervision with Private Providers 
In addition to clinical supervision provided within the Department, 
guidance personnel may also access supervision from private providers. 
Table 6.22 indicates the number of supervised guidance officers and 
senior guidance officers who frequentiy or always organise supervision 
with private providers (question 26). 
Table 5.22 
Supervision frequentiy or always sought from private providers 
Supervision with private 
providers 
On a regular basis 
As the need arises 
Senior gu idance officers. 
Senior GOs 
5 
13 
Fewer t h a n a qua r t e r 
Supervised GOs 
52 
77 
(20%) of t he senior 
guidance officers frequently or always organised clinical supervision 
outside the Department on a regular basis. Approximately half (52%) of 
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them always or frequentiy organised clinical supervision for themselves 
outside the Department when the need arose for them. 
Supervised guidance officers. Fewer than a thfrd (31.2%) of 
supervised guidance officers frequentiy or always orgarUsed supervision for 
themselves with providers outside the Department on a regular basis. 
Fewer than half (46.1%) frequentiy or always organised it as the need 
arose. 
Differences between senior guidance officers and guidance officers. 
t tests revealed no significant differences between the perceptions of 
senior guidance officers and supervised guidance officers about 
organising supervision with private providers. 
Differences between male and female supervised guidance officers. 
A significant difference between male supervised guidance officers and 
female supervised guidance officers was found when t tests were 
conducted. The data was receded, therefore a higher mean score 
indicates that the variable occurred more frequently. The difference 
between the perceptions of females and males about organising 
supervision with private providers was significant, t = -2.53, p < .05 (male 
M = 2.15, SD = 1.04, female M = 2.56, SD = .97). Females organise 
supervision for themselves with private providers more frequentiy than 
males. 
The Supervisory Relationship 
Under this heading, participants were asked about the roles played 
by senior guidance officers in providing clinical supervision. In particular, 
participants were asked to indicate thefr perceptions of the roles 
currentiy played by senior guidance officers as well as their perceptions 
about preferred roles. These will be discussed separately. 
On this topic (questions 23 and 24) participants were given 8 items 
to consider and rate on a four point scale ranging from 1 - always to 4 -
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never. The items Usted were trusted coUeague, teacher, experienced 
counsellor, friend, evaluator, consultant, expert, and mentor. They were 
presented in two separate questions and described possible roles taken 
by supervisors in clinical supervision. One question asked for perceptions 
of existing roles (question 23), and the other asked for an indication of 
preferred roles (question 24). Table 6.23 summarises this information on 
roles always or frequentiy perceived and preferred. 
Table 6.23 
Perceived and preferred roles played by senior guidance officers in clinical 
supervision 
Roles Perceived roles of SGOs 
SGO GO 
Preferred roles of SGOs 
SGO GO 
Trusted colleague 
Teacher 
Experienced counsellor 
Friend 
Evaluator 
Consultant 
Expert 
Mentor 
24 
9 
21 
16 
7 
18 
6 
15 
139 
56 
107 
113 
48 
128 
63 
95 
24 
9 
22 
15 
9 
20 
6 
17 
166 
81 
153 
129 
72 
155 
87 
144 
Perceived Supervisor Roles 
Senior guidance officers. As shown in Table 6.23 all except one 
senior guidance officer indicated that they always or frequentiy played the 
role of t rusted colleague in clinical supervision. Most indicated that they 
always or frequentiy played the role of experienced counsellor (84%) and 
almost three quarters indicated the role of consultant (72%). Over half 
indicated that they always or frequentiy played the roles of friend (64%) 
and mentor (60%). Approximately a third (36%) of senior guidance officers 
indicated that they always or frequentiy played the role of teacher. The 
roles least frequentiy played were those of evaluator (28%) and expert 
(24%). 
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Supervised guidance officers. Most supervised guidance officers 
(83.2%) indicated that thefr senior guidance officer always or frequentiy 
played the role of trusted colleague, and approximately three quarters 
(76.7%) perceived that they play the role of consultant. More than half 
indicated that their senior guidance officer always or frequentiy played 
the role of experienced counsellor (64.1%), friend (67.6%), and mentor 
(55.9%). Approximately a third indicated that their senior guidance officer 
always or frequently played the role of expert (37.8%), teacher (33.6%), or 
evaluator (28.8%). 
Diffferences between senior guidance officers and supervised 
guidance officers, t tests revealed no significant differences between 
senior guidance officers' and supervised guidance officers' perceptions of 
the roles played by senior guidance officers in providing clinical 
supervision. 
Preferred Supervisor Roles 
Senior guidance officers. All but one of the senior guidance officers 
preferred to always or frequently play the role of trusted coUeague, and 
most preferred to play the roles of experienced counsellor (88%) and 
consultant (80%). Over half preferred to always or frequentiy play the 
roles of mentor (68%) and friend (60%). Approximately a third preferred to 
always or frequentiy play the roles of teacher (36%) and evaluator (36%), 
and fewer than a quarter preferred the role of expert (24%). 
Supervised guidance officers. As indicated in Table 6.23, almost all 
supervised guidance officers (99.4%) preferred their senior guidance 
officer to always or frequentiy play the role of trusted colleague, and most 
preferred them to always or frequentiy play the roles of experienced 
counsellor (91.6%), consultant (92.8%), and mentor (86.2%). Almost three 
quarters (73%) preferred their senior guidance officer to always or 
frequently play the role of friend, and approximately half preferred their 
senior guidance officer to always or frequently play the roles of teacher 
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(48.5%) or expert (52.1%). Fewer than half preferred thefr senior guidance 
officer to always or frequentiy play the role of evaluator (43.1%). 
Differences between senior guidance officers and supervised 
guidance officers. Only one significant difference was found when t tests 
were conducted. The data was receded, therefore a higher mean score 
indicates that the variable occurred more frequentiy. The difference 
between the perceptions of senior guidance officers and supervised 
guidance officers about their preferences for the role of expert was 
significant, t= 2.9, p <. 01 (SGO M = 1-92, SD = 1.04, GO M = 2.56 SD = 
1.02). 
Differences between male and female supervised guidance officers. 
Only one significant difference was found when t tests were conducted. 
The data was receded, therefore a higher mean score indicates that the 
variable occurred more frequentiy. The difference between the 
perceptions of males and females about thefr preferences for the role of 
friend was significant, t = 1.98, p < .05 (males M = 3.17, SD = .88, females 
M = 2.88, SD = .97). 
Chapter 6 has presented the findings of the questionnaire. First, 
findings related to the supervisory context and respondent characteristics 
were reported. Second, findings related to conceptualisations and the 
conduct of clinical supervision were presented. In addition, between 
group differences were presented. Chapters 7 and 8 will now present the 
findings of the focus group interviews. 
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CHAPTER 7 
RESULTS - FOCUS GROUP INTERVIEWS: 
CONCEPTUALISATIONS 
As discussed previously, the present study was conducted in three 
parts. In the previous chapter the findings of the survey questionnaire 
were presented. The findings of the focus group interviews will be 
presented in chapters 7 and 8. Chapter 9 will present the findings of the 
evaluation of the use of teleconference calls to conduct focus group 
interviews. Chapter 7 will present the findings of the focus group 
interviews related to conceptualisations of cUnical supervision as 
discussed in chapter 2. Chapter 8 will present the findings related to the 
conduct of clinical supervision. These findings address the major 
research question which sought the perceptions and experiences of 
school guidance personnel in relation to clinical supervision. In 
particular, the findings presented in this chapter relate to 
conceptualisations of clinical supervision. 
The process of data analysis will be discussed first in this chapter. 
Second, the findings wiU be presented. In particular, findings related to 
acceptance of supervision, understanding of clinical supervision, reasons 
for supervision, developmental issues, the training and induction of new 
guidance officers, supervision training and the selection of supervisors 
will be discussed. Comments from the three groups, senior guidance 
officers, supervised guidance officers, and unsupervised guidance officers 
will be presented. 
The Process of Data Analysis 
It ha s been claimed that there is an absence of rules in the 
analysis of qualitative data (Coffey Ss Atkinson, 1996; Tesch, 1990). This 
is exemplified by a variety of approaches to data analysis, none of which 
can be viewed as the best or correct approach (Coffey fit Atkinson, 1996; 
Stewart & Shamdasani, 1990; Tesch, 1990; Vaughn, Schumm, 8& 
Sinagub, 1996). However, this in no way implies that qualitative data 
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analysis is a less than methodical and systematic process (Coffey 86 
Atkinson, 1996; Krueger, 1994), as evidenced by the processes suggested 
by several researchers (e.g., Krueger, 1994; Neuman, 1997; Strauss, 
1987; Vaughn et al., 1996). In essence, these approaches involve several 
readings of the transcripts in order to elicit significant themes and 
develop a coding system. Morgan (1989) suggests that focus group data 
may be analysed using one of two approaches "a strictly quaUtative or 
ethnographic summary" which relies more on direct quotation of group 
discussions, or "a systematic coding via content analysis" which 
describes the data numerically (p. 64). The approach used in the present 
study, "qualitative or ethnographic summary" will now be described. 
Margin coding (Bertrand, Brown, & Ward, 1992) and a "cut and 
paste technique" (Stewart 8& Shamdasani, 1990, p. 104) were used during 
the data analysis. Initially, the three groups of interviews were colour 
coded in the margin. Each interview was allocated an individual colour 
from a group of colours. For example, the unsupervised group was coded 
in shades of red and pink, the senior guidance officer transcripts were 
coded in shades of yellow and orange, and the supervised guidance officer 
transcripts were coded in shades of blue, green or purple. Thus, it was 
possible after the transcripts were cut into pieces to determine to which 
interview and group of interviews each piece belonged. 
As with other types of research, the research questions and the 
objectives of the study determine the nature of the data analysis (Stewart 
86 Shamdasani, 1990). In the case of the current study, the major 
research question of the study guided the conceptualisation of the 
literature review in chapters 2 and 3, which in tu rn guided the analysis 
and presentation of the quantitative data in chapter 6. Thus, the initial 
reading of the transcripts of the focus group interview data examined 
whether the conceptualisation used in the previous chapters was 
appropriate for categorising data in this chapter. Lederman (1990) and 
Miles and Huberman (1994) suggest that coding data into predetermined 
categories is one approach to data analysis. Stewart and Shamdasani 
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(1990) propose that an initial reading may be used to determine a 
"classification system for major topics" (p. 104), a process described by 
Strauss (1987) and Neuman (1997) as open coding. This is consistent 
with suggestions of finding the "big ideas" (Krueger, 1994, p. 151; Vaughn 
et al., 1996, p. 103), which can then be used to "provide the initial 
framework for the development of major findings" (Vaughn et al., 1996, p . 
105). The initial reading confirmed the appropriateness of the 
conceptualisation used in chapters 2, 3 and 6 for the quaUtative data 
analysis, and it will therefore be used to guide the reporting of the 
findings in this chapter and chapter 8. 
After the initial reading, a coding system was begun as a "means of 
reorganising the data according to conceptual themes recognised by the 
researcher" (MinichieUo et al., 1995, p. 253). Codes were then entered 
into the margins to indicate the "major topics" (Stewart 86 Shamdasani, 
1990, p. 104) or "big ideas" (Krueger, 1994, p. 151; Vaughn et al., 1996, 
p. 103), which provided the framework for the next stage of the data 
analysis as discussed previously. MinichieUo et al. (1995) suggest that 
codes may be derived from the "the informant's stories, research 
questions and theoretical frameworks" (p. 254). In the case of this study, 
the development of the coding system was guided by all three. Following 
this, the transcripts were reread, this time with the researcher focusing 
on the major topics in order to eUcit the categories of data under each of 
the major topics, a process described by Strauss (1987) and Neuman 
(1997) as axial coding. The coding system was then developed further, 
following which the transcripts were reread and the codes entered in the 
margin, a process described by Strauss (1987) and Neuman (1997) as 
selective coding. The process of reading and coding the transcripts closely 
followed the three stage process, described by Strauss (1987) and 
Neuman (1997) as open coding, axial coding, and selective coding. The 
coded transcriptions were then cut apart and sorted into particular 
categories, prior to the data analysis being written up. Representative 
s tatements were then selected for inclusion in the write up of the 
findings. 
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Findings of the Focus Group Interviews 
Morgan (1989) suggests that when writing up the findings of 
qualitative research which has been analysed using the ethnographic 
approach, care needs to be taken to present a balance of dfrect quotation 
and summarisation of the discussions. This approach will guide the 
description of the findings in this chapter and chapter 8. Each section 
will include a summary of the findings, and be supported by appropriate 
participant quotations which Ulustrate the key points. As previously 
mentioned, comments from each of the three groups, unsupervised 
guidance officers, supervised guidance officers, and senior guidance 
officers, wiU be presented. 
Conceptualisations of Clinical Supervision 
As discussed in chapter 2, conceptualisations of clinical 
supervision include definitions of supervision, reasons for supervision, 
developmental issues, supervision training, and supervision of 
supervisors, all of which were discussed in each of the focus groups. 
These topics will be presented separately. Definitions of clinical 
supervision will be discussed as understanding of clinical supervision. In 
addition, participants portrayed a general acceptance of clinical 
supervision as an integral part of working and developing as a counseUor 
which will be discussed first. Participants also discussed thefr 
perceptions of guidance training and the induction of new guidance 
officers into the profession, and this wiU be presented as a part of the 
discussion on developmental issues. 
Acceptance of Clinical Supervision as a Part of Professional Practice 
"I'd really love to have a set time with someone where the 
Department said Ves, you have to have that supervision time'. That 
would be great" were the sentiments expressed by one unsupervised 
guidance officer that typified the attitude toward supervision of all 
participants of the focus group interviews. As evidenced in this comment, 
a significant finding that emerged from the interview data was the 
positive attitude toward supervision held by all participants, and a 
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general acceptance that "It is an integral and very important part of the 
work we do" (supervised guidance officer). One supervised guidance 
officer compared supervision with teacher preparation time claiming, "It's 
as integral as a teacher has their spares to prepare lessons. I think we 
need the supervision to help u s deal with the counselling role". 
As evidenced in the previous comment, some participants tied the 
need for supervision specifically to their role as counseUors within their 
guidance position. For example, one senior guidance officer commented 
that "It needs to be appreciated that supervision is an important, 
essential part of guidance officer or counsellor operation and that you 
can't have people operating without that", and a supervised guidance 
officer noted that "I would see cUnical supervision as essential to being 
effective in the counselUng area". 
Participants' acceptance of supervision was demonstrated 
throughout the interviews by the benefits participants perceived deriving 
from it, their willingness to organise supervision and support for 
themselves, and to consult with others. Thus, it seemed that while formal 
supervision seemed to be lacking, as evidenced in chapter 6, informal 
support and supervisory activities were occurring as a direct result of the 
initiatives of guidance personnel (as discussed in chapter 8). 
Understanding of Clinical Supervision 
Most participants demonstrated that at a personal level they had 
some understanding of what supervision is, how they could use it, or how 
it could benefit them. However, there was also confusion about what 
supervision is as evidenced by some guidance officers and senior 
guidance officers who cited professional development activities such as 
WISC III training, resource updates , working coUaboratively on 
workshops, and parent talks as examples of supervision. This was also 
evidenced in chapter 6 where similar examples were cited as supervision. 
In addition, some guidance officers were critical of some senior guidance 
officers who had run information based workshops and called them 
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supervision. To illustrate the variety of conceptualisations presented in 
the interviews, a large number of participant comments foUow. 
• I have to present a case, and it's one that I didn't handle very 
weU. What I'm actuaUy seeking help with is looking at my 
personal reaction to what happened, and how I could have 
handled things better, and I guess a conceptuaUsation sort of 
thing. What I would be looking for in supervision is the 
personal part of it and the conceptualisation, (unsupervised 
guidance officer) 
• I see supervision as not only developing skiUs, but also allowing 
people to process feelings and emotions, (unsupervised 
guidance officer) 
• 1 don't think we get case notes out enough, so sharing cases 
with a supervisor and having a set time is what I'd be looking 
for in supervision, (unsupervised guidance officer) 
• What I was actually asking for in supervision is actually to be 
able to debrief on specific cases, and have someone watch me 
counsel and give me feedback on that, (unsupervised guidance 
officer) 
• I think supervision is a very personal thing, and sometimes 
when you're talking about cases, it's something you want to do 
on an individual basis rather than as a group, (unsupervised 
guidance officer) 
• It's something that 's enjoyable, that you can have fun at, that 
you learn at, and it's a non-threatening thing, and we all need 
to learn, we all need to be open to supervision, (senior guidance 
officer) 
• I would see it as discussing, like dealing with the actual case 
studies and also dealing with my reactions to the client and 
what's happening within myself when I deaUng with a 
counselling session, (supervised guidance officer) 
• For me, supervision means an intensive interpersonally focused 
relationship, and that doesn't happen where I'm situated, and I 
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find that very difficult to work through, (supervised guidance 
officer) 
• I don't see that as supervision. I j u s t see that as information 
giving sessions, but it's deemed as supervision by the senior 
guidance officer, (supervised guidance officer) 
• That's what I really valued from the training experience where 
we did have supervision. It alerts you to things you could try, or 
ideas or other ways of going around cases, (supervised guidance 
officer) 
• Supervision is about the well-being of people involved in 
counselling jobs, (supervised guidance officer) 
• Sometimes with a case you can get too close to it and it 
becomes overwhelming because you get sort of enmeshed in it 
and by talking with someone else ... it helps you take a different 
perspective and take a few steps back and have a look at it 
again from a different point of view. That's all related I suppose 
to mental health because otherwise you'd jus t get overwhelmed, 
(supervised guidance officer) 
• I guess it's a very supportive sort of thing, but it's also a growth 
sort of thing, (supervised guidance officer) 
It was evident throughout the interviews that this diversity of 
conceptualisations had not originated from a position of thorough 
knowledge or understanding of supervision which had enabled 
participants to develop their own conceptuaUsations. Rather, this 
diversity had originated from a position of a limited knowledge about 
supervision. Corresponding with this was a degree of confusion and lack 
of clarity about supervision which was compounded by their differing 
conceptualisations, all which were consistent with an understanding of 
supervision, but none of which provided a comprehensive account of 
supervision. As one senior guidance officer explained: "It's a complex 
term ... in terms of people's understanding of it ... it has different 
meanings for every person you talk to". 
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Thus, throughout the interviews there was a seeming lack of 
confidence or certainty that participants really knew what supervision 
was about or whether thefr conceptuaUsations were correct. In this 
regard, there was evidence of participants grappling with the term and 
trying to unders tand it for themselves. This search for meaning is 
Ulustrated by a supervised guidance officer who pondered "In terms of 
defining supervision ... is it professional development or professional 
support ... that 's the thing I'm trying to come to terms with", and an 
unsupervised guidance officer who reflected that "I'm jus t thinking of 
cases where I felt I really needed someone to run things by, and I don't 
know whether that really comes under the bounds of supervision - it's 
process as well as content". For some participants, there was a sense of 
searching for a textbook type definition as evidenced by a supervised 
guidance officer who commented that "I probably don't have a real good 
fitting definition of what supervision is myself. 
The lack of certainty and confusion about clinical supervision 
seemed in part to stem from the absence of a definition or guidelines 
provided by the Department, a sentiment expressed by an unsupervised 
guidance officer who suggested that "We probably need to look at what is 
supervision, how is it defined, what's tolerable, what's acceptable and so 
forth". Several focus group discussions deliberated the need for some 
direction or guidelines from the Department. Confusion was further 
exacerbated by the diversity of practices which had evolved in the regions 
and were termed supervision. One supervised guidance officer summed 
up the situation in the following comment, "What supervision is has been 
very undefined in the last few years. The term's come out but no-one can 
exactly say what it is, and every district by the sound of it seems to be 
doing jus t their own sort of thing about what is supervision". 
In addition, some participants suggested that there is nothing or 
no-one at a regional level to guide the supervision practice of new senior 
guidance officers "coming in very green ... unsure about what's going on 
... trying to define supervision ... checking with GOs about their needs" 
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(supervised guidance officer). Thus attempts at trying to defme and 
implement supervisory practice were described by the same guidance 
officer as a "pooling of ignorance". This was also reflected in the 
comments of an experienced senior guidance officer who commented that 
"My recoUections of the practices that I've been trying to implement over 
the last six or seven years are that I continue to struggle with the 
meaning or definitions of supervision, and I think there are people in 
guidance who also struggle with that". 
Some senior guidance officers discussed difficulties associated 
with negotiating supervision for guidance officers with school principals 
when it has not been defined and there are no guidelines for its conduct. 
This dilemma was summed up by a senior guidance officer in the 
following comment: 
About the issue of supervision ... it reaUy is a term where it's used 
but no-one's ever defined it, and it's difficult to talk about 
supervision because the principal says, Svell what is supervision, 
and where does the Department specify what supervision is?' Well, 
they don't specify an5^where what supervision is. 
In addition, participants raised the issue of needing to distinguish 
supervision from training and other professional development. One also 
mentioned that supervision is also not defined by the Queensland 
Guidance and CounseUing Association Inc. even though it is written into 
their Code of Ethics. 
Some participants believed that a more comprehensive 
understanding of supervision than a definition could offer is needed. One 
supervised guidance officer suggested that "Maybe we don't jus t give a 
definition, but we actually give examples of supervision, and that wUl 
help people see this is a bit different to managerial or administrative 
supervision and unders tand it better", and an unsupervised guidance 
officer believed that "it's really important to clearly define it but also to 
look at helping people to unders tand the benefits of it". 
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WhUe participants in the focus group interviews were generaUy 
supportive of supervision, some discussed the possibiUty that a lack of 
understanding about supervision may be a reason that some of their 
peers become concerned about it and were less supportive. For example, 
some suggested that perceptions of supervision being "evaluative", 
"intrusive" or "threatening", or supervisors "peering over your shoulder", 
"checking up on people", or having "biases" in relation to practice may 
concern their peers. However, none of the guidance officer participants in 
the focus group discussions personally voiced these concerns. Some 
participants discussed the term 'supervision' itself and its links with line 
management and psychology. One suggested that "it has an onerous kind 
of tag to it", and a senior guidance officer suggested that because of the 
connotations of the word 'supervision' that maybe a different term should 
be used. 
However, as evidenced by previous comments, where participants 
have a degree of personal understanding about the term and are able to 
see its benefits, they are generally supportive of it and willing to 
participate in it. In fact, guidance officer participants suggested that 
being able to explain supervision and its benefits may allay some of the 
fears of their colleagues. This suggestion was supported by some senior 
guidance officers who had experienced resistance and opposition to 
supervision from some guidance officers. In particular, some senior 
guidance officers discussed resistance to supervision by more 
experienced guidance officers. For example, one senior guidance officer 
had been told by an experienced guidance officer that "teachers don't 
need to do this so why should we", another had been asked to show 
where in the Department manuals supervision was described, and yet 
another felt that "people who are more experienced don't want to be seen 
to be needing supervision, they don't ask for it and they don't want it". 
Some guidance officers empathised with the senior guidance officers, 
claiming that guidance officers who "are not prepared to go along with 
supervision ... makes the job of senior guidance officer very difficult" 
(supervised guidance officer). In addition, they expressed concem about 
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some of thefr coUeagues who beUeved they did not need supervision, and 
who had refused to join peer support groups of guidance officers. 
Some unsupervised guidance officers also discussed the possible 
link between cUnical and managerial supervision. Thefr discussion also 
revealed their understanding of the place of supervision in relation to the 
organisational context, and the possible managerial functions of 
supervisors as evidenced in the following comments: 
It not only offers an opportunity to develop skiUs or get new 
paradigms, it also offers the supervisor opportunities for 
understanding what the issues and agendas are for that particular 
worker, and it gives them ammunition or something to work with 
when it comes time to advocating for whether they need to attend a 
certain workshop or access to funding to buy this or that resource 
... the supervisor provides some monitor on how the person is 
coping with the workload, and whether there need to be some 
changes made at the system level, (unsupervised guidance officer) 
Reasons for Clinical Supervision 
The participants also had an understanding of the reasons for 
clinical supervision which as described by participants, could also be 
interpreted as benefits of clinical supervision. Thefr comments fell into 
the categories of accountability, client welfare, debriefing, support, skill 
development, personal development, and professional development, each 
of which will be discussed separately. 
Accountability. Accountability was described by one unsupervised 
guidance officer as "a nightmare for u s all right now", and a supervised 
guidance officer perceived that "There are a lot of guidance officers who 
do believe that they are personally vulnerable ... and I'm aware of 
guidance officers who have taken out their own personal insurance, 
liability insurance". 
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Several participants commented on accountabiUty as being a 
reason for participating in clinical supervision. In a comment that also 
reflected the vulnerabiUty of guidance officers, one supervised guidance 
officer explained the link between accountabiUty and clinical supervision, 
and the importance of supervision for guidance officers: 
The guidance officer has been the professional who's been held 
accountable as the Departmental representative for those decisions 
(ascertainment, placement, abuse), and I think ordinary guidance 
officers need to be able to discuss with a clinical supervisor some 
of those issues ... when you go to court and you feel like you've 
jus t been shredded and you haven't had any supervision, and I 
think it's really important to have that put in place. 
A supervised guidance officer discussed accountabUity in relation 
to guidance notes and files: 
We most certainly need that sort of protection in being aware of 
our accountability as far as school issues are concerned ... also 
Unked in with the whole area in supervision is our notes and files 
... I see that as a major part or adjunct to clinical supervision. 
Many guidance officers commented that in the absence of 
supervision, or unavailability of a supervisor, they consulted with their 
peers, which as discussed in chapter 8, is part of the strong informal 
network of support and supervision which guidance personnel use. In 
this regard, some guidance officers discussed phoning coUeagues for 
second opinions in difficult cases. For example, one unsupervised 
guidance officer noted that "it is good to have another opinion if you're on 
your own. What I did was make heaps of phone caUs to various persons", 
and a supervised guidance officer claimed that "I'm ringing somebody 
else, one of my colleagues or my supervisor and jus t bouncing off them 
issues or cases because of Utigation". For unsupervised guidance officers, 
collegia! support is the only form of 'supervision' available to them. 
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Some senior guidance officers discussed the Unk between 
supervision and "risk management". In particular, one mentioned "legal 
risks", "health risks" and "workplace health and safety risks", and 
suggested that supervision is "a thing that executives need to act on". In 
addition, a supervised guidance officer suggested that 
the Department is very vulnerable if it was ever challenged from a 
legal perspective, particularly given that they have documented the 
issue of guidance officers needing supervision ... they could very 
easily be challenged and be found to be coming up short. 
Client welfare. This reason received Uttie specific mention by 
participants, and was commented on by supervised guidance officers 
more than those from the other two groups. However, client welfare was 
evident in the previous discussion on accountability. The link between 
accountability and client welfare was made expUcit by a supervised 
guidance officer who noted that 
I guess we've all thought that what we've done is in the child's best 
interest and we've hoped that was enough, but now I think we're 
all aware that we need to consult on the more sensitive and 
difficult cases. We are making sure that in terms of accountabUity 
we've done aU the things that we should have done. 
One senior guidance officer suggested that supervision is about 
"having the best outcomes for clients", and that if "the people who are 
doing the counselUng are well supervised ... then you're giving the best 
outcomes for the client and you're keeping a good service". These 
sentiments were echoed by a supervised guidance officer who reflected 
that 
I need to grow and learn and want to be supervised, and I see it as 
my responsibUity because I do have to look at the quality of service 
that I provide for s tudents at my school ... therefore I have taken 
steps to organise peer supervision and go outside school. 
Client welfare is also evident in the discussions on skill development, 
personal and professional development. 
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Debriefing. Several participants commented on the need to use 
supervision for debriefing, particularly when thefr work had involved 
traumatic or stressful cases. For example, one supervised guidance 
officer claimed that "My biggest need would be debriefing. J u s t to be able 
to dump it on someone else for a whUe after you've dealt with cases for 
several days or weeks at a time, maybe difficult ones". The confidential 
nature of guidance officers' work was discussed by some and cited as a 
reason to debrief with guidance coUeagues. A supervised guidance officer 
explained "I guess I need to debrief sometimes. Some of the cases are jus t 
so horrific, I need to unload and debrief, and they're so confidential, and 1 
think that 's part of the value in that coUegial support". 
The value of supervision for debriefing was underscored by two 
unsupervised guidance officers, one who reflected on the difference 
between working with and without supervision, and the other who 
explained its importance in terms of emotional weU-being. 
I think the debriefing is critical. I find that since I've got some 
supervision this year it's jus t been incredible jus t to be able to get 
that debriefing by a skilled person sort of working through some of 
your own issues and things like that. When you haven't been 
getting that for a few years you don't realise how valuable it is until 
you tap back into it. (unsupervised guidance officer) 
It certainly is a de-stressing thing to do, and to be able to do that 
when you're tearing your hair out over a situation or you're really 
angry about the situation, or you jus t want to run through what 
the counseUing process is you jus t used. In fact, to be able to go off 
and sound off to someone else is a very healthy thing I think, 
(unsupervised guidance officer) 
One example was cited in two different interviews of the 
Department paying for stress debriefing for some guidance personnel who 
had dealt with a particularly traumatic case. However, the comment was 
also made that the auditors were displeased about this expenditure. 
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Support. Several guidance officers conunented on the importance 
of supervision as a means of personal support for them, with one 
unsupervised guidance officer claiming "Something which I'd like to 
emphasise, even though it's been said is the importance of supervision 
because I see that as support". The need for support also underpinned 
the estabUshment of many of the informal networks discussed in chapter 
8. For some participants, support seemed to represent an intangible 
quality akin to connectedness. This is apparent in the comment of a 
supervised guidance officer who explained support more in terms of what 
it is not: "I think that kind of coUegial supervision and support is really 
good, not jus t in improving your skiUs, but that sense of support through 
relationships where it's not competitive but really supportive". 
However, some explanations of support were more tangible. For 
some, support was linked to having the opportunity to discuss difficult 
issues with a guidance colleague. One supervised guidance officer 
explained: "I think that when you're dealing with cases and some difficult 
cases, it's nice to know that there's somebody else there that 's supporting 
you in the decision making process". Another supervised guidance officer 
also described the importance of support at stressful times in the 
following comment: "Foremost for me is support. J u s t that support for 
when things are getting a bit hairy ... to have somebody who does know 
your practice and the issues that are there for you". Yet another 
supervised guidance officer concurred, describing coUegial support as 
"just knowing that there's someone there at the other end of the phone if 
you need to talk over something urgent is really important". The need to 
talk issues over with another guidance professional is also related to the 
professional isolation experienced by many and discussed in chapter 8. 
Many participants commented on the emotional intensity of their 
work as evidenced in the previous comments on debriefing and discussed 
in chapter 8 under guidance officer role and senior guidance officer role. 
They commented on the value of supervision in supporting them in terms 
of burnout and their emotional weU-being and mental health. One 
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unsupervised guidance officer claimed "Emotional weU-being is for me 
personally one of the most important goals in supervision. I think lots of 
time we don't see the need to actuaUy see how people are travelling from 
a mental health point of view". A supervised guidance officer described 
the personal effects of not meeting with coUeagues and suggested that "If 
it wasn't for the sort of informal network or the semi-formal meeting we 
have once a fortnight outside of school time, I'd probably feel as though 
I'd go up the tree a bit". Another supervised guidance officer expressed a 
concem that "... people are burning out in thefr job, and there's not one 
of their peers that is even there to pick up on this and try and help get 
them support". Thus it seemed throughout the interviews, the 
participants were aware of the Unks between supervision and their 
personal well-being. 
Skill development. Several participants discussed the development 
of their skUls by participating in clinical supervision. One unsupervised 
guidance officer expressed delight at the outcomes of paying for 
supervision outside the Department claiming that 
I've been involved in supervision of counselling practice by paying 
people to supervise me and, it is incredibly rewarding ... there is an 
astronomical growth in your own counselling skUls and processes 
and personal processes so I think having skilled supervision is 
exceUent, bu t I haven't experienced it within the Department. 
Skill development was described by one supervised guidance officer as 
the "main benefit" of clinical supervision as it provided an opportunity "to 
really hone your counselling skiUs, get ideas". In addition, this guidance 
officer commented that "I can't see that it doesn't help to put jus t an edge 
on your general interpersonal relations and your counselling skUls". One 
unsupervised guidance officer perceived a link between the support of a 
supervisor and the courage to try new techniques, and described a 
situation where "With a bit of encouragement through supervision, you'd 
be prepared to ... explore and expand ... and make oneself a far more sort 
of diversified practitioner". 
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Personal development. Some participants suggested that they 
gained from the personal development aspect of supervision, with one 
supervised guidance officer claiming "I Uke the idea of personal growth. I 
think that 's very important". In addition, they were able to make links 
between personal development and thefr practice as counseUors with 
some discussing the need to become aware of blind spots which could 
affect their work. For example, one supervised guidance officer contended 
that "We have strong needs for that extra supervision to cover ourselves 
in terms of our blind spots, those things that in the day to day duties that 
we rrUss". An unsupervised guidance officer described a supervision 
experience where increased personal awareness had occurred. 
We have debriefing with a supervisor ... and I recognised that there 
were some deep seated feelings that needed to be aired. Now I've 
been sitting on those for a long time, and they may or may not 
have been inhibiting my practice ... that was certainly an 
enlightening experience and caused me to reflect upon the ongoing 
need for supervision, (unsupervised guidance officer) 
The sentiments of the participants toward personal growth were summed 
up by one supervised guidance officer who conunented that 
Good supervision could make u s aware of the other things that 
we're missing, and our own prejudices, and jus t the things that 
we're inclined to overlook. They may not be the sort of things that 
are going to end up in court, bu t they are stiU a very important 
part of our practice at times. 
Professional development. Some guidance officers suggested that 
professional growth was an important outcome of supervision for them. 
Professional development wiU also be discussed under the section on the 
induction of new guidance officers. One supervised guidance officer 
commented that professional growth was the most important aspect of 
supervision and claimed that "I'm always looking for areas that I can 
work on ... I value feedback so that I can develop in the areas that I need 
to develop in". 
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Developmental Issues 
As evidenced in the previous discussion, participants were aware 
of the professional, personal, and skiU development which can occur 
through supervision, and considered thefr ongoing developmental needs 
as a reason for supervision. However, they also demonstrated awareness 
of the detrimental effects of not receiving supervision on thefr 
development as counsellors. One supervised guidance officer provided 
insight into the work situation of guidance officers working with no 
supervision. 
I mean if you're in a school that has 950 kids, you're jus t flat chat. 
By the end of the day, there's no-one to talk about it, no-one to 
debrief, no-one to say look I don't know whether you've done the 
right thing or the wrong thing'. You jus t go home with that, you 
come back the next day and you start again. 
In a statement that reflected the seriousness of the situation for 
unsupervised guidance officers working under such cfrcumstances, one 
commented that 
I jus t think having worked alone for so long, because this must be 
about my tenth year, that I've jus t got in the habit of making my 
own decisions. And it doesn't necessarily mean that 's the wisest 
way of doing things. 
In particular they commented that a lack of support forced them to work 
independentiy, and as a result some became stuck in thefr ways. By way 
of explanation of the effects on guidance officers of working in isolation, 
one unsupervised guidance officer observed that "What happens after a 
while, they tend to become islands and self-sufficient, which isn't ideal, 
but it's something people have done in order to survive". Such comments 
also reflect professional isolation which is discussed in chapter 8. 
Some unsupervised guidance officers provided insights into the 
effects of working on their own. For example, one explained that "You can 
be looking down a narrow tunnel, and not really aware of what you're 
doing right or wrong", and another claimed that "If you're working just as 
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an individual, it is very easy to lose touch with what the norm is". 
Another unsupervised guidance officer described how practice was 
stultified when trying to survive in isolation, and claimed "You can get 
trapped into, and I've been caught in a situation of using a narrow range 
of skiUs". 
Some supervised guidance officers also provided insight into 
working without supervision with one suggesting that "You get in a rut, 
bu t you're not aware you're in a rut because you've got no comparison", 
and another that "We tend to get a bit lazy sometimes ... so I think we 
need a bit of a challenge sometimes to what we are doing". Another who 
had experienced less frequent supervision prior to the interview explained 
that "I do miss it because I think you tend to feel sluggish after a while ... 
I'm not sort of prodded to look deeper at what's going on in myself. 
These comments reflected an awareness by participants that their 
cfrcumstances were less than ideal. Because of the professional isolation 
in which guidance officers work, one suggested that 
We become very independent and very capable of working on our 
own which probably makes u s reluctant then to go and seek 
support because we can manage on our own. But I do think our 
skills probably don't develop because of that. 
Some guidance officers were so concerned by this situation that they had 
turned to people in related professions outside the Department for 
support which indicated the importance to them of support from similarly 
trained professionals. For example one unsupervised guidance officer 
explained that because 
supervision was non-existent ... in the end you learn to be a very 
independent operator ... I found myself forging stronger links with 
agencies and people in related professions in agencies ... so you 
end up with peer support in a different network. 
Development was little mentioned by senior guidance officers who 
did not discuss their own developmental needs at all, despite the fact that 
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they generally do not receive supervision themselves (as discussed in 
chapter 5). However, one senior guidance officer commented on the 
difficulty of knowing how to provide supervision for experienced guidance 
officers, whereas the same difficulty was not present in supervising 
guidance officers in training or those new to the profession. A particular 
concem was that with the more experienced people "there's that feeUng of 
someone looking over their shoulder", and "they don't want you there for 
that purpose". Some other senior guidance officers had also experienced 
some difficulties working with experienced guidance officers, but this did 
not seem to be a widespread concem of the senior guidance officers and 
was not discussed by the guidance officers who were supportive of 
supervision. 
Training of new guidance officers. The concerns previously 
expressed about the lack of development that occurs when working 
without supervision were magnified in discussions on the present model 
for the training, appointment, and induction of new guidance officers. 
While there seemed to be acceptance that the new model is here to stay, 
the practicalities of its operation caused many concerns for participants, 
summed up by one unsupervised guidance who said "I wonder about the 
quality of the training". The models of guidance officer training were 
previously discussed in chapter 1. These concerns were voiced by most of 
the participants, including experienced guidance officers and senior 
guidance officers who trained under the previous model, those who had 
trained under the present model and identified themselves as being in 
their first year of work as a guidance officer, and other more experienced 
guidance officers who had trained under the present model. 
Participants suggested that under the previous training model, 
trainees had much more supervised practicum experience in school 
settings and DepartmentaUy provided training in guidance practices. 
Further, they suggested that this equipped those new to the role of 
guidance officer with a greater range of guidance skills and a better 
unders tanding of supervision. There was agreement that professional 
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development of those new to the profession under the previous training 
model occurred to a greater degree than is currentiy happening as 
evidenced in the foUowing comment. 
I j u s t don't feel that the people coming through at the present time 
have the same sort of background and confidence to move straight 
into the job. They've got the academic qualifications but not the 
practical. They're not given the opportunity to see the way 
guidance officers are working in the field in any depth, and I feel 
they've got a lot to learn once they actually get into a school 
instead of being fuUy prepared to take up the position, 
(unsupervised guidance officer) 
These comments provide a useful back drop to the discussion on training 
and induction. 
A supervised guidance officer who trained under the present 
guidance training model described a sense of loss that "The old guidance 
training model from what I unders tand had a significant component that 
was work shadowing with a guidance officer, and I feel that I've missed a 
lot by not having that opportunity as part of my training". Another 
commented that "I jus t feel as though there's more that can be done in 
preparing you for the role of guidance officer before you actually take on 
the job". Dissatisfaction was expressed by another who described the 
experience of training under the present training model as having "had to 
battie the whole way along". In addition, this guidance officer claimed 
that 
if I didn't start asking for things and didn't start advocating and 
demanding things and saying 'I want you to supervise this ' it jus t 
wouldn't happen, and we wouldn't have got to the position that we 
are now if we weren't tha t sort of people. 
One supervised guidance officer who trained under the present 
model described having "to do a lot of organising myself which the 
guidance officer believed "is a senior guidance officer's role not ours". 
This seemed to add to the stress of training because 
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the amount of time it takes jus t to organise things because we've 
got no experience, we don't know who we're talking to ... what 
should be a simple process tu rns out to be a reaUy difficult process 
... we seem to step on people's toes because we haven't done the 
right protocol. I mean it's j u s t ignorance on our behalf, but if we 
don't do it, and nobody is going to teach u s how to do it. We're jus t 
determined enough to jus t go for it anyway, and it jus t makes life 
sometimes fairly difficult when the learning curve is steep, 
(supervised guidance officer trained under the present model) 
The difficulty of training under the present system was also 
acknowledged by a supervised guidance officer who described the 
pressure the trainees are under with such a limited amount of practicum 
experience "We've had a couple of trainees out with us on a day off basis 
a couple of times and they have jus t expressed feeUngs of being 
overwhelmed at the things they have to grasp in a very short time". In 
addition, another observed that "In our region they have very Umited 
time to have contact with guidance officers. We also have an absence of 
guidance officers here." Such a comment raises questions about how the 
present model of guidance training can work in remote regions. 
As evidenced in these comments, there was a pervading feeUng in 
all interviews that the present model provides inadequate preparation 
and professional development for those new to the profession. In fact, one 
supervised guidance officer described the present training model as 
"bizarre" expecting that a "distance mode of education" which is "isolated 
by its very nature" is adequate for "the kind of responsibiUties and duties 
that we're supposedly preparing these people for". An outcome of this 
situation was the concem raised by a senior guidance officer about 
guidance officers on probation who were not aware of legal and ethical 
issues which should be reported to the senior guidance officer. 
There was also discussion about the importance of developing a 
"culture of supervision" (unsupervised guidance officer) so that those new 
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to guidance know what supervision is about and how to use it. As one 
unsupervised guidance officer explained 
when we went through a proper training system it was built into 
our training whereas now it's not even done in training. At least we 
know what we're missing out on whereas the new guidance officers 
in training haven't got a clue. 
Induction of new guidance officers. As evidenced from the previous 
discussion, serious concerns were expressed about the present model of 
training guidance officers. This training model (previously discussed in 
chapter 1), in conjunction with the appointment and induction of those 
new to the profession, were discussed as significant concerns of most 
participants, both those new to, and experienced in the profession. Newly 
appointed guidance officers, while experienced teachers from either a 
primary or secondary background, are new to the profession of guidance 
and counselUng, yet are expected on appointment as a guidance officer to 
perform full time guidance duties. In addition, some are expected to work 
as P-12 guidance officers, a practice that was questioned by several 
participants as evidenced in the following comment. 
They've been trying P-12 with some people ... our people are saying 
that they're finding coming off a guidance officer in training 
program it's jus t too difficult because the skiUs are jus t too wide to 
cope with so they're leaning much more toward specialising in 
secondary ... or developmental (primary), (unsupervised guidance 
officer) 
Senior guidance officers and guidance officers were able to provide 
examples of individuals being appointed to guidance positions who did 
not have essential skUls and knowledge for the job, for example primary 
guidance officers being untrained in psychoeducational assessment, and 
secondary guidance officers being untrained in tertiary entrance 
procedures. A senior guidance officer described a situation where "We've 
got one now who was appointed in a secondary school, has no 
background in QTAC, and has been appointed at this time of the year 
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(tertiary application time)", and another senior guidance officer 
questioned "I mean how can you work, how can you even be employed as 
a primary guidance person without being able to assess". "With the 
current model, they don't even have to have done any counselling 
subjects in order to get into guidance" was the observation of an 
unsupervised guidance officer. 
One supervised guidance officer trained under the previous model 
compared the two models claiming that "there's a glaring weakness that 's 
becoming larger" in that 
half the guidance officers who are coming into the system over the 
next five years haven't got any real training and are going to need 
considerable supervision to do the same tasks that we learned to 
do because we had exhaustive training ... and I'm jus t a bit worried 
about that. 
In essence, individuals who are trained under the new model, 
enter guidance with academic qualifications, but Uttie practical 
experience in guidance. One senior guidance officer described these 
people as "victims of the system", and another described the situation 
where "They get enormous amounts of information of a general nature, 
but when they come to actuaUy handle a specific case, they find they jus t 
can't attack the specifics ... so that practical element is not there". 
Supervised guidance officers trained under the present model 
concurred with the situation previously described by explaining that "You 
come out here with a limited understanding of what a guidance officer 
does but you're expected to be one straight away", and another described 
the unfortunate circumstance where as a guidance officer new to the 
profession "You tend to blunder around a bit, hoping what you're doing is 
right". One supervised guidance officer trained under the present system 
claimed that 
First year teachers get a lot of supervision, but we're not seen in 
the same light as a first year teacher ... the perception that 
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because of our age or weVe been in the job (teaching) ... we should 
know everything we're doing. 
The situation of those new to the profession is summed up in the 
foUowing comment of a supervised guidance officer trained under the 
present model. 
My greatest need would have been recognition that I wasn't fuUy 
skUled and fully functioning when I arrived here, and that it was 
OK for me to have time aUocated so that I could get supervision 
and I could discuss things. I was regarded exactiy the same as if I'd 
been a very experienced guidance officer who didn't need any 
supervision. I was expected to do the same work, not by my senior 
guidance officer, but by other people. And that put pressure on me 
and it also put pressure on them. Neither of u s can justify the time 
in giving me supervision ... that 's been a real stumbUng block. My 
SGO has done as much for me as they can, but it's not recognised 
that I need supervision, (supervised guidance officer) 
Concerns were expressed about the stress levels of those new to 
the profession, and the seriousness of the situation of newly appointed 
guidance officers was evidenced by an unsupervised guidance officer who 
described a cfrcumstance where 
We're about to lose one of our guidance officers here ... he's only 
been in the job since the beginning of the year ... I think the thing 
that 's taken him away from the job is the isolation ... he hasn' t 
received effective support. 
In addition, another unsupervised guidance officer observed that "What's 
happening in some areas is that people are working in the position and 
they're feeling so overwhelmed and snowed under by it that they're 
wondering if they can continue to do that type of work". 
It is important to clarify that the concerns of the participants were 
voiced not as criticisms of those new to guidance, but rather as concerns 
for professional s tandards, the perceived worth of guidance in the 
Department, and the well-being of those new to guidance, some of whom 
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had not received enough support to be able to continue in the job. 
However, it is of concern that one supervised guidance officer trained 
under the present model claimed that "lots of people were thinking we 
weren't good enough. We've had people say that to us". 
Under the present training model, the guidance officer position 
descriptions specify that guidance officers are entitied to a half day of 
supervision per fortnight during the first year of their work as a guidance 
officer. However concerns were expressed about the level of support and 
supervision received by the first years, referred to as guidance officers on 
probation. One unsupervised guidance officer observed that "They're 
trying to do all these jobs that they haven't even been trained for, and 
there's no real support or modelling going on for them". One supervised 
guidance officer on probation described the reality of trying to get the 
entitled supervision commenting that "If I said to one school I 'm taking 
half a day to be supervised, they would really carry on and crack up and 
everything". This comment is closely related to the discussion in chapter 
8 on the understanding of others in the Department about counselling 
and supervision, and again raises concerns about whether the present 
training model is working. In addition, others expressed concerns that 
they would no longer receive supervision after their probationary year 
with one supervised guidance officer commenting that 
I've become so much more self aware through what supervision I've 
had ... I really think it's important, and I would hate to think that 
once I stop being a guidance officer on probation that I no longer 
receive it. 
Another supervised guidance officer reflected on these concerns which 
were exacerbated by a lack of understanding of counseUing and 
supervision by others in the Department, and observed that 
I started last year, and this year it tends to be 'oh well she's really 
experienced now, she doesn't really need supervision', and I think I 
do but it's not high on the Ust of priorities - high on mine, it's not 
high on the school support centre. 
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Some senior guidance officers explained how time consuming it is 
to provide adequate training, supervision and support for guidance 
officers in training and guidance officers on probation, many of whom stiU 
require practical training even though they are expected to work full time 
as guidance officers. Some senior guidance officers had been chided by 
their support centre coordinators for spending too much time with 
guidance officers on probation which posed a dUemma expressed by one 
senior guidance officer as "I have actually been instructed that 1 am 
spending too much time training these people. Well, what are you 
supposed to do, jus t let them go on and stuff everything up". 
In some cases, guidance officers were expected to provide 
supervision for these new people, and in some cases the guidance officers 
themselves had Uttie experience and felt very vulnerable being placed in a 
supervisory situation as evidenced by the foUowing comment: "We're 
getting a new guidance officer ... who's going to rely on me a lot ... 1 
wouldn't call it supervision but at least support, and that scares me a bit 
in that I don't have very much experience". One described coming home 
"in an absolute panic because theyVe asked me things", and being 
"sucked dry" providing support for others and receiving little him/herself 
Participants were also able to cite examples of guidance officers in 
training or guidance officers on probation working where no senior 
guidance officer was located. 
In regard to the previous comments and the discussion in chapter 
8 on professional isolation and informal support networks, concerns were 
expressed that those in training were isolated and had Uttie opportunity 
to build support networks. Guidance officers trained under the previous 
model forged supportive Unks with members of their training group and 
practicum supervisors, and these links provide the basis of ongoing 
coUegial support for many. A supervised guidance officer contrasted the 
situation of the present trainees with those trained under the previous 
model, and thought that 
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it mus t be particularly difficult for the new people if they've come 
straight from classroom teachers into the guidance role without 
some kind of network to help them in training ... when we trained 
it was reinforced strongly for u s to build support amongst our 
group. 
Another supervised guidance officer provided the example of a guidance 
officer in training who "was fortunately able to come to our cluster 
meeting and at least get to know some of those people" prior to being 
appointed to a school. The guidance officer beUeved that "except that she 
had those contacts ... I think she would have been extremely isolated and 
I really would have been concerned about her. She jus t didn't have that 
personal network and that 's certainly been necessary for my survival". 
Supervision of Senior Guidance Officers 
J u s t as those new to guidance receive Uttie supervision and 
support, so too do senior guidance officers who frequentiy work in 
isolation from their peers. Significantiy, there is no requirement in the 
senior guidance officer position description for them to receive 
supervision, causing one senior guidance officer to claim "we have to be 
accountable, but there doesn't seem to be anyone who's accountable to 
our mental health ... there's no structure in place for u s to get some sort 
of assistance when we need it". Thus supervision of senior guidance 
officers seemed to be as "ad hoc" as the supervision of guidance officers 
discussed in chapter 8, although there was less evidence of senior 
guidance officers actually receiving supervision. For example, one senior 
guidance officer claimed "I personafly have never been supervised", 
whereas another remarked that "I work in an office where ... have a 
guidance background, and we are able to supervise each other". 
The concem that senior guidance officers receive little supervision 
of their supervision, is magnified when it is realised that several of them 
also work as guidance officers or support guidance officers through 
intense situations. In terms of case work, one senior guidance officer 
sought support "From the senior guidance officer network and from my 
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own GOs ... I can't talk about SGO issues with the GOs but certainly the 
cases that I deal with ... and they're supportive in that regard". Another 
suggested that "sitting down with someone that I t rust and talking to 
them in more of a peer consultation way and trying to work through a 
problem ... I find that a more valuable supervision process myself 
personally". 
As evidenced by their discussions, senior guidance officers seemed 
to be aware of the need for them to receive supervision to the extent that 
one reported that 
One of the things that I pu t in my review for the position was that I 
needed to have cUnical supervision on a face-to-face supervision 
basis from another SGO, and I've actually formally asked for that, 
now I'm still waiting to see if that 's been approved. 
Another senior guidance officer also reported a proactive attempt to get 
supervision and explained that "What we're also trying to do is have our 
SGO network in our guidance plan ... our own supervision, we're 
including that in there". In a simUar way to some of the guidance officers, 
one senior guidance officer reported having "networks in the community" 
for support. 
From their discussions, senior guidance officers indicated that 
they receive support on an informal basis, and through their own network 
and other senior guidance officer activities. Some senior guidance officers 
described organised senior guidance network meetings within regions, for 
example: 
We've had a very good network operating ... we can sit down and 
talk very openly ... we not only work together we sociaUse together, 
and as far as supervision and talking over difficulties we can talk 
pretty straight forwardly about our programs. I can pick up the 
phone and talk to them at length about difficulties or about my 
program. It's an essential part of our operation. 
However, others recounted difficulties getting approval to meet within 
working hours , while another described their attempts to meet as "almost 
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becoming an underground group", because nonguidance regional and 
support centre personnel had restricted such meetings. 
As was the case with the guidance officers, some of the meetings 
described by senior guidance officers constitute support or information 
sharing rather than supervision. For example, one claimed "I get more 
out of the senior guidance officers' teleconference and our regional get 
togethers with other senior guidance officers", and another "We manage 
to get together a couple of times a term for various things". 
The topic of supervision of senior guidance officers was Uttie 
discussed by the other groups. However, a supervised guidance officer 
expressed concern about the supervision of senior guidance officers, and 
suggested that "They're not having supervision themselves, and maybe 
we need to look at what sort of experiences they've had with professional 
supervision or how they get thefr professional supervision". 
Supervision Training 
All focus group discussions spent some time on the issue of 
supervision training, particularly the training of supervisors. There was 
general agreement that supervisors should be trained in super\dsion with 
most agreeing that "it reaUy is essential". Senior guidance officers 
themselves expressed the need for more supervision training, and an 
unsupervised guidance officer suggested that training would develop 
supervisors' skills and confidence. An unsupervised guidance officer 
remarked succinctiy that "If you're going to expect people to do cUnical 
supervision, then you've got to give them the opportunity to learn the 
skills". The need for supervision training for senior guidance officers was 
described by one senior guidance officer as a "huge pent up demand for 
our skUl development in supervision training". 
I don't think they've had enough training themselves, and they've 
been put in this situation where they've got to do all these tasks 
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and there's no guidelines for them to foUow, and as a result it's not 
done in probably the clinical way it should be done 
was the opinion of an unsupervised guidance officer about supervision. 
As evidenced by the previous conmient, both supervised and 
unsupervised guidance officers attributed less than adequate cUnical 
supervision to a lack of supervision training, particularly for serUor 
guidance officers. One unsupervised guidance officer perceived that "from 
my experience, there's not someone there who's trained to be able to 
facilitate that supervision process", and another claimed that 
a lack of training for the SGOs is probably a major reason for why 
it's not being offered in a cUnical way. If they're not sure what's 
involved in cUnical supervision, then it's fafrly difficult for them to 
come into a school and offer it. 
In addition, a supervised guidance officer commented that 
if people aren't trained in how to do supervision weU and how to 
supervise and set goals and how to set it aU up then it probably 
isn't going to be as valuable as what we all knew at LISC (the 
location of previous guidance officer training program). 
Another claimed that "the person who is supervising me doesn't 
reaUy understand what supervision is, and I suppose it's probably in his 
case a lack of training in supervision". Other supervised guidance officers 
suggested that some senior guidance officers "certainly are struggUng 
with the idea of supervision and how they go about it". As a result of 
inadequate supervision, a supervised guidance officer stated a preference 
"to nominate someone of my own choosing" because the local senior 
guidance officers did not have "the skills or knowledge". While the link 
between supervision training and inadequate supervision was not 
discussed by senior guidance officers, there was a strong perception 
amongst the guidance officers that the link existed. However, as 
discussed elsewhere in this chapter, there was evidence in the senior 
guidance officer interviews that some of them did not have an 
understanding of clinical supervision. 
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One senior guidance officer mentioned that no state wide training 
in supervision had been provided for senior guidance officers since before 
the 1993 restructuring of the Department. Some senior guidance officers 
had organised supervision training for guidance personnel at a regional 
level by employing private providers. They commented on some success 
they had experienced in applying ideas gained from the training. One 
supervised guidance officer described the benefits of supervision training 
h e / s h e had received that was organised by guidance personnel at a 
regional level: 
The awareness that generated and the cooperation it generated of 
people towards the idea of regular supervision was good. I jus t 
don't know whether the content was picked up so much as the 
actual process ... It got u s aU focused and thinking about it. 
In addition, the positive outcomes of supervision training were described 
by a senior guidance officer who explained that 
We had a tWo day workshop on supervision which I think clarified 
a lot of things for u s on inservice. It's been reaUy exciting taking 
back to individuals a lot of different kinds of methods and stuff 
that I'm really excited about doing supervision so that 's a really 
good thing that I feel's happening in this area. 
Some participants also commented on the need for supervisees 
and peer supervisors to be trained, to avoid "the case of the blind leading 
the blind". One unsupervised guidance officer suggested "joint training" 
of supervisors and "those who are going to be supervised as well. So that 
you've both got the same vision", but wondered "whether it's a luxury". 
Others concurred, claiming that all guidance officers and senior guidance 
officers need training in supervision, with one supervised guidance officer 
suggesting that "it's something we all need to have an insight into 
supervision so we know what's expected". 
However, while some of the participants had taken part in 
supervision training organised regionally by senior guidance officers and 
conducted by private providers, most of the participants beUeved that the 
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Department had a much greater role to play in providing supervision 
training especiaUy for senior guidance officers. Many conceded that "it 
doesn't seem to be a priority with the Department - training senior 
guidance officers in supervision". One senior guidance officer suggested 
that supervision training "needs to come from executive action, not from 
ourselves organising training", and that it "should be acknowledged and 
organised on a fairly large scale". A supervised guidance officer claimed 
that "it's the system's responsibility to make sure that SGOs have the 
skUls of supervision, and it's not jus t talking over cases", and an 
unsupervised guidance officer suggested that the Department "need to 
have in place some training for whoever is going to be doing the 
supervision". 
While it was agreed that supervision training was needed, 
especiaUy for senior guidance officers, and that the Department has a role 
to play, there were no suggestions about how this could happen. Thus 
the participants ' perceptions of supervision training could be summed up 
in the comments of an unsupervised guidance officer who said "It would 
be essential that they (SGOs) have training in supervision ... now how 
they would access that is another whole question". 
Selection of Supervisors 
As with training, guidance officers discussed this topic more than 
senior guidance officers. Some participants raised the issue about 
whether all senior guidance officers should be expected to supervise 
counselling practices. Given the breadth of the senior guidance officers' 
role, participants suggested that those appointed as senior guidance 
officers may have had expertise in and a preference for aspects of the job 
other than counselling. For example, two unsupervised guidance officers 
suggested that "being a senior guidance officer doesn't mean you're an 
expert at everything", and that "it's impossible for one person to have aU 
the skills". One supervised guidance officer explained that "a couple of 
senior guidance officers have said to me that they are actuaUy 
uncomfortable with the notion of providing counselling supervision", and 
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another had been told by a senior guidance officer that "I probably can't 
help you, but I've got to do this because it's part of my role". 
A supervised guidance officer suggested that "there may need to be 
another body who looks after counselling" as it is a "speciaUsed area", 
and one questioned whether some senior guidance officers are "as skiUed 
as the guidance officers they're supervising". For example, some guidance 
officers described the situation of wanting to work on a particular 
counseUing approach, for example famUy therapy in which thefr senior 
guidance officer was not trained, and the difficulty of working with 
someone "who looks at things from a very different perspective". 
Some guidance officers suggested that more emphasis should be 
paid to the supervision criteria when selecting senior guidance officers, 
and that some appointments had been made to fiU positions rather than 
to necessarily get a suitable person into the position. For example, a 
supervised guidance officer claimed that "It's not jus t filling a position, 
but you know, the quality and what you are putting into that position is 
very important". 
Some participants also drew attention to what they perceived as a 
worse situation in regional areas where "the expertise is not avaUable to 
us to move on from where we're at ... a major flaw in regional areas". This 
comment referred to not only expertise within guidance, but also 
expertise within the local community where the number of related 
professions or agencies is small and the workers are frequently 
inexperienced. 
From the discussion, it seemed that participants as a group had a 
comprehensive understanding of supervision. However, as individuals 
their understanding was more limited. It seemed that as individuals they 
had parts of the picture and not the whole picture. The many and varied 
conceptualisations about supervision created some confusion among 
participants leading some to suggest that it be defined by the 
237 
Department. Despite the variations in conceptuaUsations of cUnical 
supervision, there was general acceptance of the value of supervision and 
that it should be an integral part of the job. WhUe participants generaUy 
saw the value of supervision, they were aware of others who did not and 
this was a concem to them. Much concem was expressed about the 
training of new guidance officers and thefr induction into the role. In 
addition, concem was expressed about the lack of supervision training, 
with the overall perception being that more supervision training was 
essential for senior guidance officers and desirable for guidance officers. 
Selection of supervisors was also discussed with the question being 
raised about whether senior guidance officers should aU be expected to 
supervise counselling. The questions and concerns raised by participants 
in their discussions on the conceptualisations of supervision become 
more evident as the conduct of supervision is discussed in chapter 8. 
Chapter 7 has discussed the findings of the focus group interviews 
in relation to conceptualisations of clinical supervision. In particular 
findings related to acceptance of supervision, understanding of cUnical 
supervision, reasons for supervision, developmental issues, the training 
and induction of new guidance officers, supervision training and the 
selection of supervisors were discussed. Chapter 8 wUl now discuss the 
findings related to the conduct of clinical supervision. 
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CHAPTERS 
RESULTS - FOCUS GROUP INTERVIEWS: 
THE CONDUCT OF CLINICAL SUPERVISION 
Chapter 7 presented the findings in relation to conceptuaUsations 
of clinical supervision. This chapter wiU present the findings related to 
the conduct of clinical supervision. As evidenced in the major research 
question, the study sought to uncover the perceptions and experiences of 
school guidance personnel in relation to clinical supervision. In 
particular, it sought to find out how school guidance personnel 
conceptuaUse and experience clinical supervision, and the effects of the 
supervisory context on the provision of clinical supervision. As previously 
discussed, conceptualisations of clinical supervision were presented in 
chapter 7. Therefore, this chapter will present the findings in relation to 
the conduct of clinical supervision and the effects of the supervisory 
context. 
As explained in chapter 3, the conduct of clinical supervision 
includes discussion on the supervisory relationship, the implementation 
of clinical supervision, and the supervisory context. These will now be 
discussed, beginning with the supervisory relationship. 
The Supervisory Relationship 
One of the main issues raised in relation to supervisory 
relationships was that guidance officers have no choice in who thefr 
supervisor is within the Department, a problem described by one 
unsupervised guidance officer as "an inherent problem with matching 
people up with the local senior guidance officer". For example, a 
supervised guidance officer described h i s /her senior guidance officer as 
"delightful socially, but I wouldn't choose this person as the supervisor". 
One participant summed up the issue of not being able to choose a 
supervisor in a way which also reflected understanding about the system 
demands on senior guidance officers and the breadth of thefr position 
description. 
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It j u s t seems that setting u s up with a person who's afready in 
place, unless they are reaUy a remarkable person, it's really hard 
for them to relate to everyone in the group. Put on top of that the 
roles that are set down for them by the School Support Centre as 
well, I mean, they'd have to be magic people, (unsupervised 
guidance officer) 
These comments were not critical of senior guidance officers, but rather 
reflected their understanding of issues related to system imposed 
supervision pairings. 
Participants described their preferences for choosing a supervisor 
with whom they could "work with effectively", "respect professionaUy", 
"feel comfortable", "feel an affinity", "get something from", "learn", "trust", 
and "feel confident with their professional attributes". One supervised 
guidance officer suggested that guidance officers in thefr cluster would all 
prefer to organise private supervision outside the Department because 
they would have the choice of "someone I'd feel comfortable with, 
someone I can respect, I know I can learn something from, someone I feel 
has the skills and competencies to teach me and someone who can 
challenge me". 
Some supervised guidance officers discussed the importance of 
choosing a supervisor who had "the skills and information that would 
help me". Some indicated that they b3^assed their own senior guidance 
officer in preference for peers or other senior guidance officers who they 
perceived had the skills they were looking for. One mentioned using a 
variety of people for supervision, and seeking out different people 
depending on the situation they were dealing with. In this regard, one 
described as "a real weakness in the system, the variable expertise of the 
senior GOs". 
A follow on from this was the feeling of a supervised guidance 
officer that "You're a bit hesitant to go to the person who is supposedly 
there for supervision because you don't know what their skills are like". 
240 
Some guidance officers described wanting "to be chaUenged at a personal 
level", "to be chaUenged that my therapeutic competence is going to 
increase or I'm going to take more risks or feel more confident to take 
risks", "personal development that wiU work for me", and "to 
constructively reflect on my practice". However, several reported that they 
do not get this from their senior guidance officer, with one commenting 
"that doesn't happen for me, for which I feel very sad". One also 
mentioned a preference for a supervisor "who's currentiy working as a 
counsellor", whereas many senior guidance officers do Uttie counseUing. 
As evidenced from the previous discussion, the importance of the 
supervisory relationship was discussed by many participants one of 
whom noted: "The relationship is probably number one, absolutely 
number one". In this regard, some senior guidance officers described the 
amount of time they had spent developing relationships which would be 
conducive to effective supervision. One observed that as a result of this 
relationship building that "There's a t rust developing in the group that 
means that we do talk about issues that are important to people in 
meetings ... we feel safe so we can be truthful with each other". As part of 
the supervisory relationship building process, some senior guidance 
officers had also worked to develop guidance officers' understanding of 
what supervision is and to allay their concerns about it. For example, one 
explained that "I've spent a lot of time trying to buUd up the team and 
trying to get people to reaUse supervision isn't a threat". Despite this, it 
seemed that many guidance officers were dissatisfied with the 
Department's supervisory arrangements, and the resultant lack of choice 
of a supervisor. 
Supervisor's Background 
Closely related to the issue of choice of supervisors, was the issue 
of the background of supervisors. Senior guidance officers generally have 
a primary or secondary background, yet are expected to supervise both 
primary and secondary guidance officers. In general, one senior guidance 
officer is based in a school support centre, a situation described by one 
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unsupervised guidance officer as "The biggest difficulty since we've gone 
back to one senior guidance officer per school support centre, they're 
either primary or secondary and it's extremely difficult for them to have 
knowledge of the other". 
However, there were mixed opinions about whether the 
supervisor's background as either a primary (developmental) or secondary 
guidance officer was an important consideration. For example, one 
guidance officer described h i s /he r senior guidance officer finding it "a bit 
overwhelming to have to do both", whereas another commented that if the 
supervisor was trained in supervision "it shouldn't matter ... if they've got 
the training it shouldn't be a big issue". One participant from a P-12 
background commented that it was more of an issue for those working as 
either primary or secondary guidance officers. 
Some senior guidance officers discussed how they had pafred up 
within regions, with primary trained senior guidance officers supervising 
primary guidance officers and secondary trained senior guidance officers 
supervising secondary guidance officers. This arrangement seemed 
indicative of a preference to supervise guidance officers with a similar 
background to the senior guidance officer. For example, one senior 
guidance officer observed that "the other senior guidance officers in my 
area are both primary trained, and seem happy to look after the 
developmental side of things". Another explained that "another difficulty 
for me is that cross over with secondaries. I would like to have a 
secondary somewhere where we could team up for some kind of issues". 
However, other senior guidance officers supervise both secondary and 
primary guidance officers. There was some indication from senior 
guidance officers that where they felt competent and confident as 
counsellors this was not a problem. For example, one senior guidance 
officer remarked that "I find that in the counseUing part that there's no 
problems". However, it did pose a problem for them in the more 
specialised areas of the other's work, for example career counselling and 
psychometric assessment. 
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A theme that emerged in this discussion was that of confidence. 
For example, there was some evidence that guidance officers were less 
confident in senior guidance officers from a different background, and 
that senior guidance officers were less confident supervising guidance 
officers from a different background. This lack of confidence was brought 
about by a perception that 
If you come from one area, it's very difficult to unders tand what's 
needed in the other ... then it's very difficult to understand what 
we do and what best practices are ... although there are some 
commonalities, there are a number of things that are different, 
(unsupervised guidance officer) 
As a result, a senior guidance officer reflected that "I suppose that I had 
some degree, I felt of noncredibility with the secondary people to start 
with, having a primary background, but I think I've probably sorted that 
out now", and a supervised guidance officer remarked "You wonder about 
supervision sometimes with somebody who isn't really au fait with the 
area you're working in". An outcome of this kind of thinking was 
described by a supervised guidance officer who claimed that 
My senior guidance officer is quite good and does a good job, but 
she's a primary background person and so she's not in touch with 
secondary issues ... it makes you a Uttie bit less likely to contact 
her and get assistance. 
As previously discussed, such a situation is also related to the issue of 
being able to choose a supervisor. 
As discussed elsewhere in this chapter, the guidance officer and 
senior guidance officer role is broad, and senior guidance officers may 
specialise in areas other than counselling. Related to this, an 
unsupervised guidance officer observed that "I don't think everybody is 
reaUy interested in formal counselUng anyway, so I j u s t wonder whether 
to be an SGO you have to. It's quite a big shopping Ust of skiUs you're 
asking someone to have". A senior guidance officer acknowledged the 
combined difficulties of working with guidance officers from a different 
background as well as having not specialised in counselling in the 
243 
following comment: "Where I ran into problems myself is with a primary 
focus, and I consider inadequate counselUng training, I sometimes feel 
when I engage in one of these supervision sessions, I learn more from the 
session than the GO does". This unfortunate situation, in part accounts 
for the disiUusionment some guidance officers feel about thefr 
supervisory relationships with senior guidance officers as discussed 
earlier. 
Related to the previous senior guidance officer comment, some 
guidance officers questioned whether senior guidance officers, some of 
whom do Uttle counselling in their present roles, or had Uttie previous 
experience in counselling, should actually be working as counsellor 
supervisors. For example, a supervised guidance officer suggested that 
h i s /her senior guidance officer had a "Uttie bit of discomfort ... providing 
u s with support in counseUing simply because it's an area he hasn' t had 
an enormous amount of experience in". In addition, a small number of 
guidance officers questioned "the usefulness of the supervision" of senior 
guidance officers who are "not actively counseUing at the moment" in 
terms of their competence and confidence. However, this was Uttie 
discussed. 
From the discussion on the supervisory relationship, it seemed 
that the system of supervision provided by the Department was less than 
satisfactory for many guidance officers. In particular, the lack of choice 
afforded them was of concem. This, combined with a lack of training in 
supervision and the variable skills of supervisors, is of some concem. 
Senior guidance officers expressed fewer concerns regarding the 
supervisory relationship. It also needs to be pointed out, that the 
criticisms of guidance officers were not directed at particular senior 
guidance officers, bu t rather at personal dissatisfaction brought about by 
the circumstances of their supervisory arrangements. 
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Implementation of Clinical Supervision 
The implementation of clinical supervision discussed in chapter 3 
describes the way in which supervision is actuaUy conducted. It is worth 
noting that in some areas, guidance officers did not have access to a 
senior guidance officer as the position was vacant. The allocation of time 
was discussed as well as ethical considerations. These will be discussed 
ffrst followed by a discussion of supervision practices, including formal 
and informal supervision. 
Allocation of Time 
WhUe there was widespread acceptance among participants in the 
discussion on conceptualisations of supervision that it should be an 
integral part of their work, these ideals seemed to break down in the 
implementation of supervision. Thus, whUe there was a beUef that 
supervision should be integral to thefr work, there was also a sense that 
"supervision is often seen as an extra in our job or a luxury" (supervised 
guidance officer), and much evidence that other matters take precedence 
over supervision even when it is timetabled. 
This was particularly evident in the discussion on setting time 
aside for supervision. In particular, justifying or finding time for 
supervision during thefr normal school day seemed to pose difficulties for 
guidance officers. Schools are assigned a certain amount of guidance 
time on the basis of their s tudent numbers , and some guidance officers 
found it difficult to allocate any of this time for supervision. For example, 
an unsupervised guidance officer claimed that it is difficult to set aside 
supervision time and that when a senior guidance officer comes into the 
school "there isn't a lot of time, and so they're always competing for your 
time", and a supervised guidance officer claimed that when a senior 
guidance officer visits "that's two hours of the day that are no longer 
available to us". A supervised guidance officer explained difficulties 
associated with the senior guidance officer visiting the school claiming 
It's easier for your supervisor to come into your school ... but then 
you get phone calls and emergency cases coming in, and I guess 
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because I want uninterrupted time it ha s to be out of hours, and 
that 's a fafr weight on my time and my supervisor's personal time. 
Several participants suggested that tfrnetabUng supervision into 
the time allocation so that it was not competing with the aUocation of 
time to schools was a possible solution. One supervised guidance officer 
explained the difficulties of negotiating with principals to use school time 
for supervision claiming that 
If it's not timetabled in, it doesn't really work. If you have to 
negotiate time out to attend supervision, you're constantly going to 
spend your Ufe justifying the purposes of supervision and the 
reasons why you think the school can benefit. 
Another suggested that "You need formal time guaranteed to senior 
guidance officers for supervision". One supervised guidance officer 
described some success at allocating supervision time in one region 
where "what they've done is ju s t timetabled it in ... they've got executive 
approval ... there's letters gone out to principals saying how important it 
is". This situation, while effective, was an exception rather than the norm. 
Despite a desire by many for supervision to be timetabled in, the 
norm was more a picture of broken arrangements, even when supervision 
time had been scheduled, leading to a contradictory situation where some 
supervised guidance officers claimed that supervision "doesn't seem to 
work on a regular basis unless it's timetabled in", and others claiming 
that "any time that you try to estabUsh a routine or set days it jus t never 
comes off, something interferes with that process". Another described a 
situation where "they certainly have tried in this region to set up some 
kind of supervision but it breaks down for some reason". Even a 
supervised guidance officer on probation, for whom the position 
description prescribes supervision time described a situation where 
I'm supposed to get supervision, not from our senior guidance 
officer but from another guidance officer. I'm actually designated 
down in the program to have supervision half a day a week. I see 
that as being extremely important, bu t unfortunately it doesn't 
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always happen that I get my half day. In fact, it's become more of a 
rarity than a regular occurrence. 
This comment is consistent with the discussion in chapter 7 on the lack 
of support for those new to guidance. 
Senior guidance officers also discussed interruptions to the time 
they allocated to supervision with one explaining "These other things 
overtake u s ... I could be more assertive and say I'm already booked out 
... so I guess there's a question mark about how strong this really is a 
priority". Guidance officers also commented on the situation of senior 
guidance officers, and a supervised guidance officer observed that "My 
senior guidance officer is completely overloaded by other issues and 
honestly doesn't have time to make time with u s to provide supervision". 
Another believed that "some senior guidance officers are or would be very 
good at supervision if they had the time, and if they were able to prioritise 
so that they could provide the time to thefr GOs". 
Although some participants believed that "if we want to have 
supervision, we do have the flexibiUty in our jobs to be able to organise 
it", others discussed how time scheduled for supervision was often 
interrupted or interfered with. One unsupervised guidance officer 
explained that in making time avaUable for supervision "depending on 
your priorities at the time, you make it or you don't". Thus the position 
described in relation to time allocated to supervision was contradictory to 
the previous discussion that supervision be viewed as an integral part of 
the guidance officer role. This position was summed up by one 
unsupervised guidance officer who commented that "Unfortunately, we'd 
like it to be a priority, but if issues come up , we usuaUy have to prioritise 
those over the top". However, whUe the findings were contradictory, they 
were also evidence of the demanding nature of guidance work, and that 
the needs of others frequentiy come before the needs of guidance 
personnel. 
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From the discussion on the aUocation of time for supervision, 
several key issues emerged. It seemed that whUe guidance officers and 
senior guidance officers discuss supervision as desfrable, the pressure of 
their jobs frequentiy causes other work to take precedence, and 
difficulties in allocating time for supervision. Thus whUe some would Uke 
supervision to be a priority, the nature of thefr work precludes this from 
happening. In addition, Uttie contracting of supervisory relationships 
takes place, and the occurrence of supervision appears to be less than 
systematic both within supervisory relationships, and throughout regions 
and the state. 
Ethical Considerations 
Ethical considerations include issues related to supervision 
contracts, the structure of clinical supervision, goal setting, and 
evaluation. AU of these will be discussed. 
Supervision Contracts 
Establishing supervision contracts between supervisors and 
supervisees is fundamental to the formation of supervisory relationships. 
However, supervision contracts were Uttie mentioned by participants 
during the discussions, even though the need was evident as illustrated 
in this comment by a supervised guidance officer 
I actually don't get any supervision from my senior guidance officer 
for counselling. I've had lots of sessions where we've spoken about 
my need for supervision and how important it is to get a plan in 
place and to start doing something about it, bu t nothing has ever 
eventuated. 
A few participants did demonstrate an awareness of the negotiation 
involved in establishing a supervisory relationship. For example, they 
discussed the need to "come to some kind of agreement on the kind of 
model you want to follow and what the process is going to be". They also 
commented that the process had to be acceptable to both people, and 
may not be the same for every supervisee, and that "guidelines have to 
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really be set". Some discussed the supervision they had received in the 
Department's previous guidance trairung model and thefr awareness of 
the need to set goals, and the absence of this process in their present 
work. Several guidance officers commented that they were dissatisfied 
with their present supervision arrangements which were not meeting 
their needs. For example one commented: "I'm probably not very satisfied 
with the way the supervision is running at the moment and it doesn't 
reaUy satisfy what I'd like to get out of it" (supervised guidance officer). In 
fact, some had sought private supervision because of their 
dissatisfaction. However, only one discussed contracting, or the need to 
talk over with their supervisor what h e / s h e wanted out of supervision. 
Supervision Structure 
The discussions on supervision revealed that supervision occurred 
more on an informal basis rather than a formal basis. There was Uttie 
evidence from the discussions that time was regularly set aside for 
cUnical supervision, with one supervised guidance officer suggesting that 
"the practice doesn't necessarily reflect the policy". Participants described 
various regular meetings, the content of which was more of an 
administrative nature than of clinical supervision. Many participants 
described difficulties associated with timetabling supervision into their 
programs or even attending the regularly scheduled meetings. One 
participant described supervision as a "bit of a snatch and grab exercise", 
a phrase which adequately seemed to describe the perceptions of most 
participants. 
However, some participants described their preference for "a fixed 
set up put there for cUnical supervision that is guaranteed within the 
senior guidance officer role" (supervised guidance officer), or "some sort of 
formal timetable". One supervised guidance officer described supervision 
as "irregular", and wanted "a constant formal meeting" with the senior 
guidance officer. The following comment sums up the thought of these 
participants. 
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What I suppose I'm looking for is fafrly routine ... something that 
you know what you can expect ... someone jus t popping in is not 
what I'm looking for because then you've got so much work that 
you're jus t shunting them aside and you're not reaUy prepared for 
it. I prefer to know when the person is coming, and that way you 
can schedule the sort of difficult cases or things of things that you 
really want supervision with, so I'd like some sort of routine 
timetable, (unsupervised guidance officer) 
One senior guidance officer described the development of a 
regional plan for supervision which would contain minimal standards for 
supervision, which in some way would address the need expressed in the 
previous comment. However, this seemed to be an exception rather than 
the rule, as some supervised guidance officers noted that "there doesn't 
seem to be a comprehensive pattern of supervision from one region to the 
next". The occurrence of supervision was described as "ad hoc", and an 
overriding impression was that supervision is "not addressed in any sort 
of cohesive way". A supervised guidance officer explained "supervision's 
jus t one of those things that happens if it happens". The "ad hoc" nature 
of supervision may be related to the lack of contracting that occurs in 
forrrUng supervisory relationships as previously discussed in this chapter 
and chapter 6. 
Clinical Supervision Practices 
In addition, the "ad hoc" nature of supervision may relate to the 
informal nature of much of it. There was discussion of formal and 
informal supervision. However, it was evident, as discussed in chapter 6, 
that the informal supervision network is important to most guidance 
personnel. The informal network was organised in several ways, the most 
common of which were phone caUs to peers, phone calls to senior 
guidance officers, and arrangements with peers to meet and discuss 
cases. The importance of the informal network needs to be understood in 
relation to the professional and geographic isolation experienced by most 
participants (discussed later in this chapter under supervisory context). 
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The informal networks used by guidance officers suggested thefr 
resourcefulness and professionaUsm in organising supervision or support 
which is not adequately provided by their employer. This situation was 
noted by some supervised guidance officers who commented that the 
professionaUsm of guidance officers "in organising things for themselves 
probably needs to be acknowledged". In addition several sought 
supervision with private providers. Informal supervision wiU be discussed 
first, including discussion of networks within and outside the 
Department. Supervision practices within the Department wiU then be 
discussed, including individual, group, and peer supervision. Some 
participants discussed practices related more to administrative or 
managerial supervision and these wiU also be discussed. 
Informal Supervision 
Throughout the discussions, the informal network of support used 
by guidance personnel was elaborated. The general feeUng was that it is a 
good thing and a means of support, particularly where supervision was 
not available through the Department as evidenced by the comment of an 
unsupervised guidance officer who noted that "At the moment I don't 
have a senior guidance officer, so my supervision generaUy comes from 
talking to colleagues, at times discussing cases". In addition, the informal 
network was a means of addressing the professional isolation felt by 
many which precluded them getting support from other members of 
school staffs due to thefr specialised training and the confidential nature 
of their work. The use of informal support is summed up in the foUowing 
comment 
I find it (informal network) useful. In some ways I wouldn't be able 
to survive without it ... I think people have to if they don't get it 
from the Department. They start looking for it for themselves 
through their friends and professional colleagues ...cause I know I 
can't talk about a lot of things with the administration or staff here 
... the only other people you can really talk to is to other guidance 
officers from other schools, (supervised guidance officer) 
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One unsupervised guidance officer commented on the importance 
of supporting each other, and that finding "opportunities to be able to 
develop an informal network so that we haven't had to depend on people 
who see counselUng from a different paradigm" was a strength of the 
present system. However, some guidance officers and a senior guidance 
officer were doubtful about whether informal support actuaUy constituted 
supervision. The senior guidance officer explained that "There's a lot of 
informal support goes on where people ring each other ... to talk about 
cases and ... chase up information", and questioned "... but when it 
comes to being seen as supervision, there's difficulties I think". A 
supervised guidance officer concurred, claiming 
I'm not sure if I'd define the coUegial support as real supervision. 
I'm not sure if I can put it into the supervision basket. I mean we 
are personally growing, we are supporting each other. I don't know 
if I'd put it in the supervision basket. 
Some participants described informal networks within the 
Department, and some described informal networks outside the 
Department, such as meeting with psychologists or therapists, and 
several were involved in both types of networks. In addition, some 
participants had received counsellor training from private providers, and 
some of these obtained supervision during these training courses. 
However, these courses were less avaUable to guidance personnel outside 
the Brisbane metropoUtan area, and the supervision was not ongoing 
beyond the length of the course. Informal networks within the 
Department will be discussed first foUowed by informal networks outside 
the Department. 
Informal networks within the department. The use of informal 
networks occurred both within and outside of school time. Within school 
time, informal networking generally took the form of phone caUs to peers 
or senior guidance officers, and these seemed to occur when a second 
opinion was needed, as evidenced in the earUer discussion on 
accountability. However, one senior guidance officer used the informal 
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approach as a means of supervision, and explained that "I try to be 
avaUable when they need me, but it's a fairly informal sort of process 
here". This raises questions about the level of understanding about 
supervision, and what supervision occurs for those who don't initiate the 
process. 
The importance of the informal network was evidenced by one 
supervised guidance officer who explained that "The only supervision I 
get on counselling issues is through coUegial support or when I actuaUy 
make direct telephone contact". A senior guidance officer described phone 
contact with guidance officers who ring to discuss a case, and claimed 
that "it's on that basis that I'd probably have the most regular contact 
with them". Another senior guidance officer described how "I consciously 
try to have contact with each of the GOs once a week. Often that 's jus t in 
the form of a phone call sharing information or asking questions about 
specific things". However, this comment also reflects a lack of 
understanding about what supervision is. 
Many guidance officers who had trained under the previous 
guidance training model used members of their guidance training group 
as support, because during the training year they developed supportive 
relationships with them. For example, one unsupervised guidance officer 
explained how 
My informal network came about because of the relationships I 
had with a number of people in the guidance training group, and 
as a result I keep contact with some of them. Whenever I have a 
case 1 want to discuss, I feel very comfortable in jus t phoning them 
up and jus t asking them for ideas, and jus t bouncing around 
thoughts on the thing. 
Such a comment is significant, given concerns that were expressed 
previously that those training under the present model have Uttie 
opportunity to develop guidance support networks prior to working as a 
guidance officer. MutuaUty was evident in the peer support networks, and 
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some guidance officers drew paraUels with their peer support 
arrangements and supervision as evidenced by a supervised guidance 
officer who explained "I tend to ring people that I trained with or people I 
know weU through work ... and jus t basically do what I would do with a 
supervisor ... but it's very much a peer relationship, I mean, I would do 
the same for them". 
In addition, a couple of guidance officers mentioned informal 
support from members of the school staff who had counseUing training, 
and one mentioned regular meetings with other support staff such as a 
physiotherapist, occupational therapist, and a speech pathologist. 
However, these were exceptions rather than the rule. 
Outside of school time, informal networking took the form of 
regular meetings, chats over coffee, and meetings with peers. These 
meetings were more Ukely to take the form of case discussions. Some 
discussed the need to talk with similarly trained professional colleagues 
due to the confidential na ture of their work and not being able to discuss 
it with other school staff, including members of the administration. The 
following comments illustrate the nature of the informal networking that 
occurs. 
• By keeping in touch with two or three other guidance officers, 
we sit down and have coffee, and we'U discuss the cases and 
talk about what you would have done in that situation so that 
we get a better feel for it. (unsupervised guidance officer) 
• The other supervision I get is a sort of voluntary network we 
have here ... we usually meet once a fortnight and we sit down 
and talk about cases or situations, and we also organise 
professional development for ourselves which we either pay for 
or get the school to subsidise to some extent, (supervised 
guidance officer) 
• I meet with another GO ... roughly on a weekly or fortnightly 
basis for an hour and a half to talk about anything that ranges 
from personal to professional, to off-load stuff and help prepare 
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Stuff, so I think that 's one coUegial system, (supervised 
guidance officer) 
The importance of the informal network for receiving supervision was 
explained by one supervised guidance officer in the foUowing comment: 
I would ring coUeagues at least once a week if not more frequentiy. 
I travel to and from work with one of my coUeagues at least once a 
week and we discuss cases the whole time and it's an hour's trip. 
So I think I probably get more supervision through those informal 
means than I do through my serUor guidance officer. 
WhUe the informal network seemed to provide a source of support 
for most people, some guidance officers also expressed concerns about its 
use. For example, one supervised guidance officer explained the stress of 
not having a supervisor in relation to h i s /her concerns about using the 
informal network for support in the foUowing comment: 
I'm also stressed because I've got cases that I don't know what to 
do with, and I haven't got anyone really to give me dfrection. I'm 
not that confident in the other guys I'm working with to share 
some of it. 
In addition, one supervised guidance officer claimed that he / she didn't 
use peer supervision all that much because most of the people that 
I know in our region are in reaUy big schools with a very heavy 
workload ... we don't have the luxury of having time to talk ... so it 
tends to be that the people I use for supervision or advice ... might 
be from a whole range of places. 
The concerns of these guidance officers raise questions about the issue of 
accountabiUty in regard to informal supervision. In addition, their 
comments raise questions about whether guidance officers have enough 
time to provide the level of support for each other that they need. The 
comments also draw attention to the use of informal networks with 
professionals working outside the Department. 
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Informal networks outside the Department. Some participants, 
particularly those from rural areas "where you don't have the peers", 
formed informal support networks with personnel including 
"psychologists and counseUors from other government agencies in town" 
outside the Department of Education. GeneraUy this was in response to a 
sense of isolation experienced by them within the Department and a need 
to interact with simUarly trained professionals. This need was summed 
up by an unsupervised guidance officer who commented that if 
supervision is "a way of people being able to get support then ... people 
networking outside the Department is probably a good thing", whUe 
another who used outside networks found it "reaUy worthwhUe". 
For many guidance officers, the use of networks outside the 
Department fulfilled the purposes of support and personal well-being 
with a supervised guidance officer claiming that "it's been a great support 
for me", and an unsupervised guidance officer claiming that "Unking up 
with other people has been a way of survival as weU". However, one 
supervised guidance officer suggested that the use of outside networks 
such as child psychiatrists and psychologists occurred for more practical 
reasons "as the mental health issues become more significant in schools". 
This comment draws attention to another purpose of the informal 
networks outside the Department. They are a source of practical 
information and advice on case management. 
As with the support networks within the Department, questions 
may also be asked about whether these meetings constitute supervision. 
For example, in one network, supervision occurred "not in a formal way 
but as an aside which has met some of my needs". 
Supervision Practices within the Department 
A range of supervision practices were described including peer 
supervision, group supervision, and individual supervision. However, 
what was evident from the discussions was that there is no uniformity of 
approach, practices are generated by guidance personnel on the basis of 
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their needs, knowledge, experience, and time, not on the basis of 
Departmental guidelines. A number of guidance officers expressed 
satisfaction that thefr senior guidance officers were willing to support 
them in difficult situations. 
Many of the practices described by participants centred on 
managerial or administrative rather than cUnical supervision. Thus, a 
contradiction occurred where guidance personnel who generally did not 
model clinical supervision, levelled criticisms at others in the system who 
they perceived did not unders tand what cUnical supervision is about. 
This is discussed later in the section on understanding of the role. 
However, one supervised guidance officer described an exceptional 
situation where supervision was "down on the agenda", and "our 
coordinator expects it to happen, but somehow the cUnical supervision 
jus t doesn't come off. This situation clearly iUustrates the importance of 
having managers who unders tand counselling and supervision. 
While participants generally derived support from the practices 
they identified, not all practices described constitute clinical supervision. 
Few participants described regular meetings where actual clinical 
supervision takes place such as "two hours which is devoted to 
supervision ... once a month ... in school time ... we make a clear 
distinction between the administrative type ... that 's for one hour ... and 
there's two hours devoted to supervision". Another also described an 
approach to supervision involving group and individual supervision as 
follows: 
We have group meetings once a fortnight with our senior guidance 
officer. We have individual sessions once or twice a month ... she 
speaks with me on the phone at home once a week to make sure 
that everything's all right and sets things up before our personal 
session. We attend about four sessions a year that are organised 
with outside speakers which are part of our supervision ... It 
doesn't cover all the gaps, but it's a fair attempt I think, 
(supervised guidance officer). 
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Another explained that 
We have meetings once a month where we bring up guidance 
issues and talk them through. We do case studies and that sort of 
thing. ... We also have regular scheduled personal supervision 
meetings with our supervisor. Although it does appear that that 
one is the one that gets cancelled quite a bit, you know when we 
start prioritising. It doesn't happen as often as either the 
supervisor or ourselves would like, (supervised guidance officer) 
Only one guidance officer described missing the opportunity to have 
someone sit in and watch thefr work to provide feedback or to 
alternatively watch a video of them counseUing. However, another couple 
commented that they had "discussed things like taking videos of 
ourselves but no-one really wants to do that" (supervised guidance 
officer), and concluded that "for most of us it's jus t threatening" 
(supervised guidance officer). Many of the comments in this section are 
also related to the discussion on professional isolation. 
Individual supervision. Meetings between guidance officers and 
senior guidance officers which could be described as clinical supervision 
on a one-to-one basis were rarely described by any of the participants. 
While one-to-one meetings occur, the content of these tended to focus 
more on administrative issues as discussed in the section on 
administrative supervision. For example, a supervised guidance officer 
described a process where 
The supervisor who comes to see me has a chat and we jus t talk 
about various issues concerning my practice. Keeps me up to date 
with new Department directives ... but I don't see that as being 
clinical supervision of counselling. In terms of clinical supervision, 
that doesn't occur in the supervision that I receive. 
However, a limited amount of individual cUnical supervision does 
occur as evidenced by the following description of a supervision process 
provided by a senior guidance officer. 
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It's on a regular basis with guidance officers, to sit with them and 
work on cases jointiy and to debrief them on those cases, and to go 
through a set process that helps them decide what their strengths 
are and what they perceive as thefr weaknesses and aUows me an 
opportunity to make comments as weU, and they in turn make 
comments about my counselling. 
In addition, a supervised guidance officer described a process where 
What happens with me is that a senior guidance officer comes to 
visit, I think he comes once a term, and his goal is to help us focus 
on particular issues in our counselling role which we want to 
improve or expand or deal with ... he usually telephones and 
makes an appointment for an hour. 
In terms of time, some guidance officers mentioned that they meet 
with their senior guidance officer once a term, although one mentioned a 
"bi-term visit". However, for many guidance officers one-to-one meetings 
did not occur. These one-to-one meetings were variously described by 
guidance officers as a "chat", "so caUed supervision", "talking about 
what's happening outside of the school", "a liaison", and a "courtesy call" 
where "we talk about maybe a difficult case or two". Another supervised 
guidance officer commented that "We've talked about the need for 
supervision but it's never happened. I have an understanding with my 
senior guidance officer that I will r un by her any particularly difficult 
cases and students". Case discussions seemed to be the most common 
approach in the one-to-one meetings. 
However, some supervised guidance officers were adamant that the 
nature of these one-to-one meetings was not clinical supervision, with 
one commenting "while that 's very useful, it's still not for me clinical 
supervision". As a result some sought clinical supervision outside the 
Department. As evidenced in this comment, guidance officers generally 
felt supported by visits from senior guidance officers even if no clinical 
supervision occurred. This is important in relation to professional 
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isolation discussed later in this chapter. These visits wiU be discussed 
further in the section on administrative supervision. 
Group supervision. WhUe groups of guidance officers do meet with 
thefr senior guidance officers, it seems that many of these meetings 
concentrate on administrative matters. In this regard, one supervised 
guidance officer commented "Our senior guidance officers tend to get 
caught up in a managerial role I think rather than a clinical supervision 
role", and another remarked that "There's no way it's clinical supervision 
... it's information sharing, it's coUegial support". Some of the group 
processes mentioned would be more appropriately described as inservice 
sessions involving some training or information input. 
With group supervision, the issue of time aUocation was again 
raised. Most group meetings seemed to occur once a month, however 
some occurred every term, and one group met every fortnight. Sometimes 
guidance officers and senior guidance officers had to get permission from 
nonguidance personnel such as principals and support centre 
coordinators to attend group meetings. A supervised guidance officer 
commented in this regard that that their once a term group meeting was 
"obviously some recognition at a Department level that guidance officers 
do have needs that they've got to meet". 
However, as evidenced in the previous discussion on time 
allocation, there was evidence that arrangements for group supervision 
were broken by guidance personnel when more urgent work situations 
arose. For example, a supervised guidance officer described as a lost 
opportunity, a network which was operating "every four to six weeks" and 
"working quite well". However, "it was during a time when there wasn't 
the sort of peak demand that there is at the moment and that seems to 
have to have fizzled out. But that was an opportunity for all of us". The 
period of peak demand was the tertiary admissions period, traditionally a 
very busy time for secondary guidance officers. Another described 
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monthly meetings and observed "but sometimes not everybody comes, 
sometimes I don't go for one reason or another". 
There was also evidence of the enterprising nature of guidance 
officers in organising group supervision meeting for themselves in the 
absence of any from the Department. For example, a supervised guidance 
officer described a group which had jus t formed in which five guidance 
officers intended to meet for case conferencing. In addition, this group 
intends that each member "reads an article that they can present at those 
meetings ... and maybe develop our skUls in that way". One of the most 
organised and long lasting groups was described by a supervised 
guidance officer as follows. However, this example is again an exception 
rather than the rule. 
I've come into a fairly active guidance cluster, and there guidance 
officers actually set up regular meetings so that they could provide 
thefr own support that was lacking because of the change in the 
system ... So they addressed that by forming a kind of coUegial 
network and they expanded it into taking on projects, they would 
go away for weekends together and they really had something very 
special going when I came into the area I was welcomed into it and 
I jus t found it so invaluable ... when I moved out of the area I still 
used to come back to the meetings because for me that support 
system was very valuable. 
The most common approach taken in group meetings was case 
conferencing or case discussion where "people throw in a difficult case 
and it's talked about with everybody". A supervised guidance officer 
described a process in fortnightiy meetings where "we devote a section of 
that to case studies where we brainstorm ideas on difficult or stuck cases 
... we've started working with some people from the mental health team 
on joint cases". This example of group supervision organised in 
conjunction with outside professionals was also evidenced by another 
supervised guidance officer who explained that "One of the things that 's 
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jus t been developed in our area is for case conferencing with a 
psychiatrist and that 's scheduled to happen on a regular basis". 
However, whUe there was evidence throughout the focus group 
discussions that groups of guidance officers and senior guidance officers 
do meet, there was much less evidence that the meetings constituted 
group supervision. In addition, it was also apparent that guidance 
personnel were grappling with the concept of supervision and how to 
implement it as evidenced in the foUowing comment. 
I continue to try different things ... it usuaUy involves a group 
meeting that usually focuses on administrative things but it would 
be hoped that people would discuss a case there ... and towards 
the end of last year that did occur a couple of times and we used a 
group supervision process, (senior guidance officer) 
Peer supervision. Some guidance officers, particularly those who 
share a school with another guidance officer, seemed to make time to 
discuss cases and debrief each other. For some, this occurred as the 
school grew larger and a second guidance officer was appointed. This 
experience was described in a positive Ught by an unsupervised guidance 
officer who explained "I'd worked pretty much by myself ... then suddenly 
sharing the school ... At first I wasn't fussed on the idea ... I've found 
having someone to bounce ideas off, sharing resources has been the 
greatest bonus". Another unsupervised guidance officer described a 
process where "On rare occasions he and I observe each other and both 
of u s find that enormously valuable ... I certainly learn a lot jus t by 
watching him ... I enjoy his feedback, it's very useful". Some guidance 
officers claimed to be able to "access my peers more easUy than I can 
access the person who is supposed to be supervising me". 
There was no agreement between participants as to whether peer 
supervision or peer support was more available to those based in school 
support centres. However, by 1998 all guidance officers will be based in 
schools. Some described visiting other guidance officers to watch them 
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counsel, although in at least one case, this process had been banned by a 
principal. With peer supervision, as with other forms of supervision 
discussed, some questioned whether the process actuaUy constituted 
supervision. Despite that, there was general agreement that it provided 
much appreciated support as explained by a supervised guidance officer 
"I find that peer support, probably it's more support than supervision, 
very valuable. I would rely on that". However, very few participants in the 
focus groups seemed to be in the situation where they worked with a 
peer. 
Administrative supervision. Several participants described 
practices which could at best be described as administrative supervision. 
From the discussions, it seemed that administrative matters generally 
took precedence over clinical matters in regularly scheduled meetings as 
explained by an unsupervised guidance officer who described a meeting 
"that is taken up with jus t all administration so there's no time aUocated 
for counseUing supervision". One senior guidance explained that 
Because of the number of people, I have more of a managerial tj^ DC 
of supervision ... we don't reaUy get time to get into a lot of clinical 
case management tjqDC supervision even though we've attempted to 
do that a number of times ... we simply find that our agenda gets 
so cluttered up with other matters that we have a lot of trouble 
getting time to squeeze it in ... a fair bit of my time is spent 
providing fairly important information to the guidance officers. 
As evidenced in the previous comment, the focus of these sessions 
seemed to be the provision of information on the Department and the 
changes taking place, explained by an unsupervised guidance officer as 
"It's more talking about what 's happening outside of the school". In 
addition procedural issues such as record keeping and the storage of fUes 
were discussed. However, despite guidance officers recognising that these 
sessions were not cUnical supervision, there was a sense that it was also 
important to receive the information as many of them felt professionaUy 
isolated in their schools as discussed later in this chapter. In fact, one 
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supervised guidance officer explained that "the most immediate thing is 
to find out what's happening with the changes to the Department". In 
addition, an unsupervised guidance officer remarked that "it's nice to 
have contact with things beyond the school on a regular basis, to have 
some sort of information coming into the school, otherwise I'd never have 
access to what's going on in the wider world", and another commented 
that "it's an increase in my knowledge of what 's happening". 
Administrative supervision included formal scheduled meetings 
and visits to schools by senior guidance officers. An unsupervised 
guidance officer explained that "As far as the SGO coming to the school, 
that happens once a week, but it's not in the form of clinical supervision. 
It's more talking about what's happening outside of the school". Another 
unsupervised guidance officer described meetings held in support centres 
where "it seemed that a lot of that time which could be used for 
supervision is used for policy meetings". A supervised guidance officer 
expressed disappointment that 
What actually happens in reality unfortunately ... it's extremely 
difficult for guidance officers to even get together ... supervision too 
often becomes more of an administrative form of supervision where 
the senior guidance officer is an extension of the coordinator's 
management strategies. 
While it seemed that guidance officers wanted both clinical and 
administrative supervision, it seemed that administrative supervision 
took precedence. This may be a reflection of the rapid changes taking 
place in the Department. 
Supervision from Private Providers 
Several participants, guidance officers and senior guidance 
officers, described receiving supervision from private providers. Not 
receiving adequate supervision from within the Department was the main 
reason that guidance personnel sought supervision from private 
providers. For example, some unsupervised guidance officers suggested 
reasons such as: 
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• "from my senior guidance officer, I haven't had any counselling 
supervision at aU", 
• "we simply don't get a lot of actual supervision in terms of our job", 
and 
• "I certainly don't have any specific supervision happening in the 
school other than the odd guidance meeting, but I certainly don't 
think you'd caU it supervision". 
These participants explained that that they "got around that by getting 
private supervision", "have been able to get it from other places", or "get 
around it in other ways ... through seeking out our own mentors or 
whatever it might be". 
One experienced senior guidance officer claimed that "I've never 
felt that we've been given adequate supervision from within the 
Department", and had gone to "an APS supervision group for my own 
counselUng supervision ... all my Ufe as a guidance person". A supervised 
guidance officer was aware that peers who are "pretty experienced people 
who want to grow further and they're not getting that currentiy in the 
system" had sought supervision with private providers. 
Some participants described receiving supervision through courses 
of study they were undertaking, or wanting supervision in a particular 
counselling approach or on a particular issue. An unsupervised guidance 
officer explained that "I've sought it (supervision) with some psychologists 
in specific areas where I felt I need someone to give me some further 
ideas and jus t extend my scope a Uttie bit". The issue of a lack of 
commitment to supervision meetings by peers was the reason cited by 
one supervised guidance officer for seeking supervision outside the 
Department because "I've tried to organise some other guidance officers 
to get together regularly to do things but that hasn ' t worked, and so now I 
go to someone outside the Department probably three times a term for 
my own supervision". 
265 
Several examples of the benefits of supervision with outside 
providers were described. For example, one supervised guidance officer 
beUeved that "it helps you see if there is an external problem or so you 
can see if there's a problem with the system itself. Another observed that 
peers who sought supervision from private providers thought that "it's 
regular, and they feel that they're growing and they're learning a lot and 
that 's really important for them". A senior guidance officer explained that 
"I had a supervision meeting ... I felt the need to talk to somebody who 
was more famUiar with those kind of issues, you know jus t to talk 
through how I might manage that particular interview". 
A concem of those seeking supervision through private providers 
was the cost involved because "it can be an expensive exercise". Some 
had used professional development funding provided by the Department 
to pay thefr costs. However, some had to use thefr limited professional 
development budgets to meet other expenses including consumables 
which left them unable to pay for much supervision. Most who used 
outside providers seemed to pay for supervision themselves. 
From the discussions, it was evident that those seeking 
supervision from private providers were very committed to counselling, 
and that thefr ongoing development as counsellors could not be 
facilitated within the Department. 
The Supervisory Context 
As suggested in chapter 3, the supervisory context is an important 
factor in the provision and conduct of supervision. Several aspects of the 
supervisory context were discussed in relation to cUnical supervision. As 
a minority group within the Department, participants discussed how weU 
other Department personnel unders tand counselling and supervision, 
guidance roles, the isolation experienced by many guidance personnel in 
their work, the nature of guidance work in schools and school support 
centres, and advocacy for guidance and counselling within the 
Department. In part, this was attributed to the restructuring of the 
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Department and the disbanding of a guidance specific branch within the 
Department. These topics wiU be discussed in separate sections. 
Understanding of CounseUing and Supervision by Other Department 
Personnel 
"The trouble is there's not many of u s running around doing this 
job. There's only a certain number of guidance officers and then 
supervisors of those - we're a fairly small group I suppose" (senior 
guidance officer). This statement sums up what was a prevaUing feeling 
about guidance in the focus group discussions, that is that they are a 
small group whose role and professional needs are Uttie understood. 
Guidance personnel represent a minority group within the Department of 
Education where most employees are teachers. To some extent, this was 
evidenced by a lack of understanding about their needs by managers with 
nonguidance backgrounds. There was a perception of a lack of 
understanding about the roles of senior guidance officers and guidance 
officers, about counselling, and about supervision. Each of these issues 
will be discussed separately. 
Understanding of the role of guidance personnel. Concerns were 
expressed by many participants that the breadth of their role as guidance 
officers and senior guidance officers was not understood, and that 
"nobody seems to know what the hell happens in guidance and 
counselling" (supervised guidance officer). Some cited examples of 
principals thinking that primary guidance officers did nothing but 
assessments, and that secondaries were careers officers. For example, 
one secondary guidance officer had been told "you're not here for crisis 
counselling, the Department sees you as careers officers". In addition to 
the content of guidance work being misunderstood by administrators, 
some participants also felt that the emotional intensity of their work was 
misunderstood. In this regard, an unsupervised guidance officer thought 
that "another barrier that comes up for u s here is the lack of 
understanding by people in managerial positions of the level of intensity 
of guidance work". 
267 
Some suggested that this came about through principals' past 
experiences with guidance officers, with one supervised guidance ofiicer 
remarking that "I think their understanding depends on the guidance 
people they've dealt with". Others suggested that in some ways this lack 
of understanding may relate to the early history of guidance as discussed 
in chapter 1, where primary guidance officers were assessment focused, 
and secondaries were predominantly vocational guidance officers. In this 
regard, a supervised guidance officer suggested that "I jus t think that 
we're very poor at marketing our own role, we jus t haven't learned that". 
Some commented that even where they had suppUed principals 
with a copy of their position descriptions that it made Uttie difference, 
"they still believed what they always believed". Others felt that guidance 
officers were seen as "someone to be used at thefr convenience", and 
cited examples of guidance officers spending large amounts of time doing 
enrolments, and senior guidance officers being used to do a range of 
nonguidance tasks at support centres. An opinion presented by a 
supervised guidance officer that was not refuted by other participants 
was that "The perceptions still exist that we've got it easy cause we're not 
sitting in front of the kids' faces six hours a day". 
Understanding of counselling. Perceptions such as this 
contributed to many participants feeling that thefr specialised skiUs and 
training were undervalued, and that as a result, thefr specialised needs 
in relation to supervision were not recognised or met. This stemmed in 
part from the use of the word counselling by untrained people in the 
Department to describe a range of practices. "A lot of administrators in 
schools would argue although they haven't got counselling skills they 
counsel all day long" (supervised guidance officer). This evidenced a lack 
of understanding about what professional counselling reaUy is. The 
participants found this frustrating, but at the same time were unsure 
about how to deal with it. An unsupervised guidance officer explained 
I seem to be dealing with a lot of people in administration positions 
who really do not unders tand what counselling is. They all say they 
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counsel, so I find that pretty frightening, and I really don't know 
how to deal with it myself at aU. Except get angry, that 's about all. 
Further, there was also general agreement throughout the focus 
group discussions that because nonguidance personnel within the 
Department had Uttie understanding about what counseUing is, they also 
therefore did not unders tand the purpose or benefits of supervision. Only 
one supervised guidance officer suggested that "the understanding of the 
term supervision has improved to what it was a few years ago". 
Understanding of supervision. Some suggested that supervision 
was viewed as a management function related to dissemination of 
information and report writing. However as evidenced in the discussion 
on practices, this reflected the focus of much of existing supervision 
between guidance officers and senior guidance officers. One suggested 
that other personnel are "confused" because "a lot of them have never 
been out of schools, and their views of supervision are a bit like 
playground supervision, or suspension room supervision, or making sure 
you're doing your job, that you haven't nicked off down the shops" 
(supervised guidance officer). An unsupervised guidance officer explained 
that "it comes back to people not really understanding, Uke our 
coordinator, I don't think really beUeves or unders tands supervision and 
particularly in relation to how it applies in a counselling situation". 
Because of administrators ' lack of understanding of counseUing, 
their understanding of clinical supervision was also limited with many 
participants perceiving that they unders tand it as "top down monitoring" 
with "managerial overtones to it". A supervised guidance officer claimed 
that because principals or deputies don't unders tand "... what 
supervision is about or why I might need it. They're somewhat astounded 
that I would be spending over a thousand dollars a year". An 
unsupervised guidance officer observed that "the sense I get, even from 
principals, is that you're jus t sitting around wasting your time". This 
perception influenced some principals' and support centre coordinators' 
at t i tudes toward guidance officers spending time on supervision. A senior 
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guidance officer explained that "theyll tolerate supervision as long as it 
doesn't remove people from the workplace, and doesn't interfere with 
timetables". Another senior guidance officer had found that "certain 
principals ... feel that you're going to take over or upset thefr guidance 
officer". The outcome of this lack of understanding was that 
There's not support from the hierarchy for u s to spend time, it's 
seen as a bit of a sit down and have a gossip session, so it's very 
hard to justify time, particularly during school time to participate 
in supervision, (supervised guidance officer) 
In this regard, some participants related experiences of where they 
or their coUeagues had been prevented from participating in supervision 
by school principals and support centre coordinators: "they were jus t told 
you are not to spend time together by yourselves discussing cases" 
(senior guidance officer), and "they don't like guidance officers being out 
of their schools on their days" (supervised guidance officer). Schools are 
allocated a certain amount of guidance time during which a guidance 
officer is in attendance at their school. This presented many with 
problems of negotiating time away from thefr school for meetings or 
supervision. Some supervised guidance officers described a situation 
where they felt "owned" by school principals who are "entitied to so many 
hours of guidance work", wanted them "in that school for that period of 
time", and "it doesn't matter whether there's a need" (supervised 
guidance officer). Only one guidance officer had perceived any change for 
the better as h e / s h e had observed that 
some principals and certainly the school support centre have taken 
on some concem in regards to the legal aspects of what happens if 
things go wrong. And therefore they've been a Uttie more ready to 
allow guidance officers to get together. 
However, there was Uttie other discussion about this. 
One supervised guidance officer suggested that principals should 
start thinking about the "quality of practice rather than the quantity of 
practice", whereas another described a perception of supervision as 
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"supervision of a resource" or "being where we're supposed to be at the 
given time". Some perceived a compUcation in having "so many 
supervisors in different capacities", and how they (supervisors) aU feel 
"like they've got a stake invested in u s" (supervised guidance officer). 
Some however, felt that being able to access supervision depended on 
their relationship with the principal and that it was "a very individual 
thing". Some participants in all groups observed that supervision is 
accepted in other welfare and mental health agencies, and wondered 
whether the lack of acceptance of supervision in the Department related 
to most employees coming from a teaching background which has no 
tradition of supervision, and where "maybe it is a foreign sort of concept 
to the education community" (supervised guidance officer). Within that 
community, guidance officers are among the most highly qualified 
personnel, and an unsupervised guidance officer recounted that "In the 
school it's almost like well, you've got all these skiUs. Why would you 
need supervision? You should be able to solve it yourself, because 
teachers don't have supervision as such, theyVe got stuff to deal with". 
However, this perception was not widely discussed. 
Background of managers. Some described support centre 
personnel as having "curriculum backgrounds" and not being 
"comfortable with guidance and counseUing" (supervised guidance 
officer). An unsupervised guidance officer explained that "since the 
dismantling of guidance and special services, we have teachers, 
administrators with teaching backgrounds rather than counselling 
backgrounds". This lack of a background in counselUng resulted in 
guidance personnel perceiving that "in my school, I don't think that 
principals or deputies unders tand what supervision is about or why I 
might need it" (supervised guidance officer). Two unsupervised guidance 
officers perceived that "it (supervision) would be very low on the priorities 
of administration here", and that "within schools and school support 
centres, they don't see a need for it (supervision)". 
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Thus, while the participants regarded supervision as important 
and necessary, it was less of a priority (if any priority at aU) for those in 
administrative positions. This position of confUcting priorities was 
explained by an unsupervised guidance officer who thought "it's reaUy 
important the whole notion of supervision for counselling, and I wonder 
how much it's reafly valued by the people such as the supervisors and 
people in the bureaucracy". These differing views manifested themselves 
when guidance officers tried to negotiate time for supervision. For 
example, a supervised guidance officer described feeling "almost guUty if I 
have to tell a school or someone else that I'm out for a day for training or 
professional development or supervision because that 's nonproductive 
time". Another explained that "it would be quite a task to convince the 
powers that be that I do need an hour or two of supervision rather than 
go and do another WISC somewhere". 
In general, participants in the focus group discussions beUeved 
that it would be helpful if principals and support centre coordinators did 
understand more about the guidance role, counseUing, and supervision. 
For example, participants cited examples of where school support centre 
coordinators or principals had received training in counseUing, they 
generally had a much more sympathetic attitude to the needs of guidance 
personnel. This is evidenced in the foUowing comment by an 
unsupervised guidance officer who reported that "People who are the 
decision makers have had no experience in counselUng, whereas one of 
my principals has done a lot of work herself and the difference in attitude 
is incredible ... so that 's what I'm u p against". In addition, some 
discussed examples of where their regional office had written a letter 
supporting supervision and sent it to all schools in the region, and how 
"support at a higher level seems to be of critical importance" (supervised 
guidance officer). 
Despite guidance officers' perceptions that principals and others in 
administrative positions do not unders tand counselling or supervision, 
several have forged close working relationships with their school 
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administration teams. They perceived that these relationships enabled 
them to get thefr job done effectively and to advocate within schools from 
a guidance perspective as reflected in this comment. 
Where there's a strong relationship, then you're able to hook into 
the power hierarchy when it comes to advocating for changes at a 
systems level for students, but also changes at a systems level for 
u s as workers in it. (unsupervised guidance officer) 
In the absence of clinical supervision, a minority of guidance 
officers received most of thefr support from these relationships with 
school administration teams. In this regard, an unsupervised guidance 
officer explained that "at the moment, the only way I've found to survive 
is to try and forge as close a relationship with administrators as possible". 
Isolation 
The previous comment highlights the professional isolation 
experienced by most of the participants. Guidance officers, in most 
instances are the only guidance professional based in a school. As much 
of their work is confidential in nature, and thefr training differs 
significantiy from other members of the school staff, many participants 
commented on being unable to interact with a sirrUlarly trained 
professional. A senior guidance officer summed up the situation of 
professional isolation as follows 
The senior guidance officer is the only person who has time to 
spend with them and they get very lonely in thefr jobs and they get 
terribly isolated and for some reason they don't contact each other 
a great deal ... It's a lonely job and there's not a lot they can share 
when they're put in schools and they're stuck in schools and they 
don't have support centre staff to share with. 
This professional isolation may be significantiy worsened in remote 
areas, where a guidance officer may be the only, or one of few, helping 
professionals in a town, described by one supervised guidance officer as 
"being on your own a lot of the time", and by another as having a "lone 
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ranger feeling". An unsupervised guidance officer described learning to be 
"a fafrly independent operator because of how and where I work". One 
supervised guidance officer described the personal effects of the 
frustration associated with professional isolation 
Out here, we have relatively few guidance officers across a wide, 
wide area. J u s t the sheer frustration at times when you really need 
to have a good cry and get it off your chest and not being able to 
get onto people at the time. It can be very tough on people. 
I guess I'm hearing that in the city too. Cause I'm still having 
colleagues from Brisbane phone me here. It's j u s t isolated 
everywhere. 
In addition, guidance officers may not have a senior guidance 
officer located nearby. Therefore the opportunity for supervision, if not 
available within the Department, is also not avaUable outside. "There's 
almost no opportunity in this region, where outside the guidance field 
you'd be able to get adequate supervision" (supervised guidance officer). 
Professional isolation and geographic isolation was discussed by all focus 
group discussions. Some unsupervised guidance officers discussed the 
problem of distance where senior guidance officers have to travel to 
provide clinical supervision "on a road which is extraordinarily dangerous 
... and I'd prefer them not to take the risk". 
Many participants commented that the opportunities for them to 
meet together, for example at regional meetings, had been reduced since 
the 1993 restructuring of the Department, and their ability to buUd 
networks and make contacts had also reduced. An unsupervised 
guidance officer suggested that "In terms of people going from being 
School Support Centre based to becoming school based, there seems to 
be an emphasis on the guidance officer becoming more and more 
isolated". The increasing isolation was viewed as a "barrier to developing 
our skills ...by not having access to our colleagues throughout the region" 
(unsupervised guidance officer). 
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Many valued the contacts they had made during the training year 
under the previous guidance training model. Members of these groups 
had been a source of ongoing support for many guidance officers. Several 
expressed concem that those training under the current model had Uttie 
opportunity to form networks in the same way, and expressed concem for 
them because they had found thefr own networks so valuable. 
Significantly, those participants who shared a school with another 
guidance officer or who worked out of a school support centre generally 
felt less isolated as they had the support of another similarly trained 
professional to interact with. For example, an unsupervised guidance 
officer explained that "It's also handy if you've got two people in a school 
... if something comes up to be able to discuss it ... it prevents you from 
operating with blinkers on". Another claimed that "we've been able to give 
each other frank feedback, and jus t as importantiy debriefing over 
traumatic cases, and that 's been very important". 
There was no agreement on whether guidance officers based in 
school support centres received more supervision than those based in 
schools. For example, an unsupervised guidance officer claimed that "it's 
not actually a given that if you're based in the school support centre 
you're going to get more supervision", while another suggested that "you 
tend to be able to get access to things a lot more when you're based in 
support centres ... in a school there seems to be a lot more of that 
ownership pressure type thing". However, it seemed from the discussions, 
that where two guidance officers worked together in a school, they were 
inclined to work together on debriefing and case discussion. As these 
processes were described by the participants, they seemed to constitute 
support more than clinical supervision. Senior guidance officers seemed 
to experience isolation less than guidance officers. 
Role of Guidance Officer 
Participants also provided some insight into the guidance officer 
role, and in particular, highlighted the importance of supervision for 
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guidance officers, and impediments to them receiving it. In the focus 
group discussions, there was an overriding impression of guidance 
officers working hard and thefr work not being understood by those they 
worked with. For example, a supervised guidance officer claimed that 
others in the Department "stiU don't reaUy see how our role is very 
different from teachers and that we do need a different kind of 
supervision". One supervised guidance officer described 
constantly being asked to pu t in statistics about how many people 
you've seen, and if you ju s t happen to have an appointment slot 
where no person is booked in, we have a new cUent every half 
hour, people view you as doing nothing. 
Another concurred claiming that "There's always that impression that if 
you're not in front of a class, you're a bit of a bludger anyway, so you've 
always got to be fairly careful I think". Some suggested that they were 
only perceived as working if they had a student with them, with one 
supervised guidance officer remarking that "once you're on the phone 
you're sort of seen as wasting time too". WhUe the participants perceived 
that their role was not understood, they were also agreed that their work 
was stressful and very busy. For example, a supervised guidance officer 
explained "We're all jus t so frantically busy and regardless of what they 
say about staffing levels based on x number of s tudents, we've got too 
much, and our SGOs have also got schools". 
Several guidance officers discussed the problems associated with 
taking time out from their schools for supervision. One unsupervised 
guidance officer described the curious situation where 
They don't always unders tand what we do, but I find in the country 
where there's always a big shortage of guidance officers, there's an 
almighty squabble every year amongst principals over guidance 
time. But having got you in the school, they don't really know half 
the time what it is you're supposed to be doing, but if you say 
you 11 come half a day less a fortnight, all hell breaks loose. 
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Guidance officers, particularly primary guidance officers, have 
become more school based since the 1993 restructuring of the 
Department, prior to which they were based in school support centres. 
Most secondary guidance officers have traditionally been school based, 
and tend to spend larger amounts of time in thefr school. There was a 
perception, particularly from primary guidance officers that "The 
demands of u s now that we are school based often interfere with the 
supervision process". Related to this, some perceived "from within 
schools a very cynical atti tude to guidance officers being out of their 
school". This placed some guidance officers in a dUemma when 
supervision was organised outside thefr school. One supervised guidance 
officer remembered "feeling very guUty when I should have been in the 
school". In addition, many guidance officers discussed the difficulty of 
actually being able to leave the school to attend supervision, with one 
supervised guidance officer recounting that "Even when we have our 
monthly meetings, people even though they find it necessary, it's 
important to have that time you know, people are late getting there and 
I'm often late getting there because there's some kind of crisis in the 
school or it's hard to walk out". 
Role of Senior Guidance Officer 
It is a requirement of the role of the senior guidance officer to 
provide a system of supervision for guidance officers. However, as 
evidenced in the findings presented in chapter 6 and previous discussion 
in this chapter, little clinical supervision occurs, and one quarter of 
guidance officers receive no supervision. Participants in the focus group 
discussions provided insight into the senior guidance officers' role which 
could account for the paucity of supervision. 
While, guidance officers were in general less than satisfied with the 
clinical supervision available to them, they tended not to ascribe blame to 
the senior guidance officers. In fact, many were appreciative of "what the 
senior guidance officer in my area does in setting up the network 
meetings and keeping u s in touch". Rather, understanding of, and 
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concem about some of the difficulties faced by senior guidance officers in 
trying to provide supervision was demonstrated by participants from aU 
discussion groups. It was generally accepted that "senior guidance 
officers have many demands on their time, and thefr role statement is 
very broad" (unsupervised guidance officer), a situation which was 
described by a senior guidance officer as an "ongoing concem", and 
which in general, interfered with senior guidance officers' capacity to 
provide supervision. In this regard, a couple of guidance officers who 
believed that they would receive supervision if they asked for it, 
expressed concerns that they didn't want to ask thefr senior guidance 
officers for supervision because they perceived that thefr senior guidance 
officers were so busy with other work that to ask for supervision would be 
imposing on them. 
Added to this was a perceived lack of understanding about what it 
is senior guidance officers do. An unsupervised guidance officer claimed 
that "a lot of schools and a lot of Admins really question what those 
people (SGOs) are doing out there ... if they're not in schools they're not 
doing anything". Another unsupervised guidance officer suggested that "if 
there's confusion about the SGO role, then there's going to be confusion 
about the issue of supervision too". An illustration of this was provided by 
another unsupervised guidance officer who explained that "my principal 
doesn't see the senior guidance officer has got any control over me at all". 
This pointed to a lack of clarity between the different supervision roles of 
principals and senior guidance officers. 
Further evidence of the lack of understanding about the role of 
senior guidance officer was their deployment to a variety of nonguidance 
tasks by the regions or school support centre coordinators, or as a 
supervised guidance officer explained, "when it comes to the job at hand, 
the senior guidance officer is seen to pick up all the odds and sods 
around the place". The "odds and sods" were clarified by a supervised 
guidance officer who explained how "Some of our SGOs have also got 
schools to service and they're being puUed into all sorts of projects and 
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activities, and it's not a satisfactory situation at aU". A senior guidance 
officer concurred, claiming that "I get a lot of hand me downs from our 
managers at the support centre". 
Some senior guidance officers explained that they were used by 
support centres "to do other thUigs that aren't guidance related because 
you're seen to be part of the management team in the place and you pick 
up these other roles", and "get responsibilities here in terms of running 
the place". One described becoming "so valuable at managerial level" that 
there is "no expectation for me now to do caseloads". Most seemed to be 
involved in the Department suspension and exclusion poUcy to "do the 
reviews of kids who've been excluded and some type of counselling that 
comes out of that". Guidance involvement is written into this policy. 
However, others also dealt with "any complaint from Regional Office that 
gets sent along the line and then the senior guidance officer gets it and 
they have to deal with it". 
Few senior guidance officers seemed to work solely on guidance 
related work. One claimed to be weU treated because 
I have two and a half days a week in schools doing field work ... 
and then I have two and a half days a week of supervision ... it's aU 
guidance related ... so I haven't been loaded down in any sense 
with additional duties. 
Some senior guidance officers described being used to fill in for 
other support centre staff who were absent because "we are seen as the 
next available body to shove in the space". At the same time their 
guidance work "piled up" because "we're often not replaced if we are 
drawn out of our normal role". One senior guidance officer described as a 
"constant tension" wanting to do the job of senior guidance officer and 
being used by the support centre on a range of other tasks. This situation 
was also recognised by guidance officers, one of whom explained that 
The main problem in our area is that the SGO who is quite good 
and has quite good skiUs jus t doesn't have the regular time to see 
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u s ... I think the system doesn't reaUy help him get in to seeing u s 
enough. 
Another claimed that "The senior guidance officer I think almost has to 
fight with the school support centre coordinators and other people in the 
region to get any time out either for himself or for us", a situation which 
is of concem given the guidance position descriptions. 
As previously mentioned, several senior guidance officers are 
requfred to work as guidance officers, some several days a week, as well 
as performing their senior guidance officer duties. Such a situation 
significantiy reduces the time avaUable for supervision. An unsupervised 
guidance officer accounted for h i s /he r lack of supervision because "Our 
senior guidance officer is basically tied up in schools". One unsupervised 
guidance officer pondered "I'm at a bit of a loss to know why senior 
guidance officers are being used as guidance officers", not an 
unreasonable question given the senior guidance officer position 
description which does not mention senior guidance officers working as 
guidance officers. 
Thus, it seemed that senior guidance officers were in a position 
where, despite their position descriptions, thefr deplo3mient was "at the 
whim of politics and senior bureaucrats who don't value guidance". For 
example, one explained that "when I did my PPR (performance planning 
and review) process it was said to me that my supervision role was the 
core of my role but ... the very next week it was totaUy obUterated from 
my agenda". Another challenged being deployed to spend "half a week ... 
doing nonguidance work of any kind either supervision or case work", 
and was told by a senior person in the Department head office that the 
support centre coordinator was "your boss and hel l tell you what to do". 
One remarked that "Human Resources say well your position 
description's not a bible, it's j u s t an indicator", and expressed frustration 
at seeing "our position vfrtually put aside". Thus, the difficulties of senior 
guidance officers providing supervision are summed up by a supervised 
guidance officer who reasoned 
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I know it's their responsibiUty in thefr job description, but then 
they have to do as they are told, and it seems to be who's got the 
power to teU people what to do, in what way thefr job's 
implemented. 
Advocacy of Guidance 
Related to the perceived lack of understanding of others in the 
Department about counselUng and supervision, the issue of advocacy for 
guidance needs was discussed. An unsupervised guidance officer sensed 
that "vrith aU the restructuring that guidance officers feel isolated and feel 
as though there is no advocacy for them", a sense that was undisputed in 
the focus group discussions. Another claimed that "there's been very Uttie 
input from guidance officers in terms of what has happened to them". The 
minority s ta tus of guidance within the Department where supervision is 
not viewed as a "system imperative" as evidenced by the deployment of 
senior guidance officers previously discussed, combined to make 
advocacy of supervision difficult. 
Some commented on the need for a "definite policy on supervision" 
which they believed would indicate support at higher levels of the 
Department and result in similar implementation across regions. The lack 
of a policy was interpreted as the Department not seeing it as a priority. 
... (the position description) says guidance officers report to senior 
guidance officers for the purposes of cUnical and technical 
supervision so that professional accountabUity is ensured. Well, if 
it comes on a Department memo how is it that it's not built into 
our positions, our duties as part of the week, jus t like somebody 
who works for family services, (unsupervised guidance officer) 
Some believed that the Department had a responsibiUty to make 
time or opportunities available for supervision seeing that it is written 
into the position descriptions, a process which they saw could legitimise 
supervision. The following statement reflects the sentiments of most of 
the participants in this regard. 
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The Department are our employers, and I think it's thefr 
responsibility to provide supervision. Not jus t to have it in the 
statement of the position for senior guidance officers, that they wiU 
give it. But to make sure that it is being provided at a level that the 
recipients are happy with. And most of u s are saying that it's not 
happening as it should. That responsibiUty isn't being met by our 
employer, (supervised guidance officer) 
In essence, the participants wanted the Department to enable supervision 
to occur. While inclusion of supervision in the position descriptions was a 
starting point, there were many Department related stumbUng blocks 
which precluded the conduct of supervision to the satisfaction of the 
participants, for example, a lack of understanding of the role of guidance 
personnel, senior guidance officer deployment, and the place of guidance 
in the Department. 
The participants did not absolve themselves of responsibiUty for 
advocacy. In fact, most were clear that they had a role to play. However, 
at the same time they were aware of their place in the Department 
hierarchy and realised that they need others to advocate for them as well. 
Some discussed the lack of a career path for guidance officers in the 
system, and the low level of senior guidance officer in relation to other 
Department personnel such as principals: "I mean, guidance is such a 
flat structure, you've got band 5 and band 6 and that 's it" (senior 
guidance officer), and the resulting lack of bargaining power this gave 
them. One described this as a "bottom up model" from which proposals 
"strike a glass ceiling", where "with your best intentions, you can only get 
so far ... because somebody's got the right of j u s t vetoing it" (supervised 
guidance officer). 
Many of the participants advocated for themselves with school and 
support centre personnel. However, this was a piecemeal approach with 
some having greater success in getting their needs met than others. One 
who had used self advocacy observed that if guidance personnel fought 
hard enough or whinged enough, that they could get what they wanted. 
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even though it was not the Support Centre's priority. In addition, this 
participant corrunented that this constant self advocacy had enabled 
h im/he r to "train them in the fact that I need supervision" (supervised 
guidance officer). However, while suggesting that guidance officers need 
to be more proactive in arguing for thefr rights, the same guidance officer 
conceded that advocacy is more effective if it comes "from the top down 
rather than the bottom up". For example, where regions or support centre 
coordinators had issued dfrectives regarding supervision as discussed 
elsewhere in this chapter, it seemed more likely to occur. In addition, an 
unsupervised guidance officer admitted that "I jus t don't know how you 
advocate", and beUeved that supervision "needs to be advocated for at 
regional if not Departmental levels". Another observed that guidance 
officers "get so bogged down ... they don't have much time to think about 
it (advocacy)". While there was agreement that "guidance officers need to 
take some responsibiUty, and that "personally you sort of chip away at 
it", there seemed to be a feeling that individual advocacy was not 
sufficient, and that advocacy on a larger scale was needed. Despite this, 
there was a general lack of awareness of who could do this for them, with 
one supervised guidance officer claiming that "it jus t has to be pushed a 
little more, and I'm not too sure who pushes it". 
Some guidance officers had experienced support at a regional level 
where principals had actively advocated to have fuU time guidance 
officers in the secondary schools, whereas others did not feel that "the 
region values guidance greatiy anyway" (supervised guidance officer). 
Others suggested that where principals "beUeve that you are doing your 
stuff and really want that to continue" that they will advocate for 
guidance officers. However, this approach was also highlighted as one 
with variable outcomes for guidance officers, for as the participants 
indicated, if there is "a difficult principal or a principal that doesn't value 
guidance" they will not be an advocate. However, some felt that principals 
would listen to Department dfrectives, as evidenced in previous 
discussion. 
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Most senior guidance officers felt that the serUor guidance officer 
network had a role to play in advocacy because "we've got nobody out 
there to fight for us , we've got nobody out there to argue the case". 
Several guidance officers also thought that the senior guidance officers 
have a role to play in advocating for the needs of guidance personnel, 
with one observing that "they're the only ones who can sort of puU u s 
together because the rest of u s are too isolated". One senior guidance 
officer suggested that "the only voice left is probably the network or 
groups of senior guidance officers". However some supervised guidance 
officers suggested that senior guidance officers were "not on a level 
footing with the people that they're having to negotiate with" when it 
came to advocacy. However, most participants would appreciate advocacy 
on their behalf as they believed that their positions did not give them 
much bargaining power. As a senior guidance officer explained "we're 
Band 6 ... well that 's sort of Head of Department level in high schools and 
probably the principal of a smafl primary school ... you're sort of further 
down the pecking order". 
As a small group within a large Department, described by one 
supervised guidance officer as "us little people here down in the bottom", 
the prevailing feeling seemed to be that there was no-one within the 
Department to advocate for them, and that it was thefr responsibiUty. 
Some suggested that where guidance personnel are appointed to 
promotional nonguidance positions, that thefr priorities and 
responsibiUties change, and that they also do not necessarUy advocate for 
guidance. 
Some commented on the professionalism of guidance personnel in 
organising what supervision there is for themselves, and for organising 
other training they perceived was needed, for example, training in t rauma 
counselling. Some believed that the issue was broader than advocating 
for supervision, but that "guidance as a profession", and the "status of 
the profession" needed to be advocated. 
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Only a few suggested thefr professional organisation, the 
Queensland Guidance and CounselUng Association Inc. or the union had 
a role to play, with one supervised guidance officer suggesting that the 
professional organisation had been "reasonably sUent on the issue". 
Another described the role that the Queensland Guidance and 
CounseUing Association Inc. could play in the foUowing statement. 
I think QGCA needs to be promoting awareness of what it means 
both within guidance itself, bu t also within the hierarchies within 
the Department . . . it needs to become not jus t accountabiUty ideas 
that 's sort of voiced in the position descriptions ... it needs to be 
formaUy recognised as part of the work of a guidance officer, 
(supervised guidance officer) 
It was in the discussion on advocacy that the professional isolation 
and minority s ta tus of guidance personnel became most apparent. In 
addition, the low morale of the participants was also evident. At a 
personal level, many found satisfaction with their work, and most felt 
appreciated by the schools where they worked. However, as a professional 
group, there was a feeling of marginaUsation without anyone advocating 
for their place in the big picture of the Department. There was also an 
overwhelming feeling that no-one in the Department was taking into 
account their professional concerns and needs. 
Awareness of Supervision for Counsellors in Other Systems 
Most participants were aware of the level of supervision 
professionals in similar or related professions received in other 
organisations such as Relationships AustraUa, the Catholic Education 
system, and the Department of Family Services. For example, some 
explained that Catholic Education employed a supervisor to do nothing 
other than provide supervision for counsellors, whUe others were aware of 
weekly supervision provided for counsellors working in the other 
organisations. Some who had worked in these other organisations 
claimed that "what I've experienced since working as a guidance officer 
jus t has never come up to that" (supervised guidance officer). This 
285 
awareness served to heighten participants ' concem and dissatisfaction 
about the limited provision of supervision within the Department. 
Support of Others in the Department 
Participants in the focus group discussions raised concerns about 
whether they were the only ones in the Department whose support and 
supervision needs were not being taken care of. Some participants who 
provide support for young and beginning teachers and principals, 
commented that "there's nobody there to provide support for you". Some 
suggested that other teachers also had Uttie opportunity for professional 
development or training, and one suggested that "maybe we need clinical 
supervision, but maybe teachers need supervision in teaching skills". 
However, some also pointed out that teachers were located in staffrooms 
with their peers and heads of department with whom they could talk to or 
get support from. 
Some senior guidance officers discussed the teaching background 
of guidance officers where there is not a tradition of support or 
supervision, and one wondered whether this affected some guidance 
officers' attitudes to supervision. However, whUe there was no evidence of 
this from guidance officer participants in the study, there was awareness 
that other guidance colleagues were resistant to supervision. Several 
raised questions about the supervision of the newly appointed behaviour 
management teachers, and whether it would involve guidance personnel. 
One commented on the amount of support requfred by a new behaviour 
management teacher appointed to work with them. Others commented 
that they were required to supervise Parent Liaison Officers and 
Community Development Officers. In addition they commented that they 
did not have the time for their role to be extended even further to include 
the supervision of additional people. Some suggested that the behaviour 
management teachers are moving into substantive guidance officer jobs 
without the support and supervision that comes with being a guidance 
officer. Others cited examples of teachers without any specific training 
being appointed as guidance officers, and suggested that these instances 
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should be reported to the Queensland Guidance and Counselling 
Association Inc. 
Participants questioned whether the Department had a "culture of 
real supervision", and suggested that the Department "doesn't provide a 
supportive environment for its employees to work in". They suggested 
that principals, administrators, and behaviour management teachers 
needed supervision too, and a senior guidance officer found it "sad that 
teachers spend year after year, never seeing how anyone else teaches, 
developing their bad habits". One observed that "professional 
development has taken a backwards step over the last few years in the 
Department. Some senior guidance officers had spoken to principals and 
deputy principals who were "desperate to talk about their programs", and 
some found that when they visited schools "the principal tends to 
appreciate you because quite often ... you're the only person they get a 
chance to, not dump on, debrief. 
Concerns were expressed about who would supervise 
"psychologists, social workers and youth workers who are employed". 
Examples were cited of behaviour management teachers being appointed 
without "support structures or supervision s tructures put in place for 
them and they're straight out of the classroom" (supervised guidance 
officer). In addition, some discussed the "mindshift" that would have to 
occur within the Department before it started "caring for people". 
The Place of Guidance 
Some participants suggested that the issues of a lack of 
supervision for guidance officers was symptomatic of a larger problem 
related to the perceived worth of guidance in the Department. There was 
a perception expressed throughout the interviews of the profession not 
being valued - "we've got to advocate for supervision ourselves, but it goes 
way beyond that. It's about our role statement and how that is valued ... 
if our jobs as a whole aren't valued then why on earth would they be 
looking to assist u s further" (unsupervised guidance officer). These 
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feeUngs were fueUed in part by the disbanding of the previous training 
model of which the general perception was positive, and the lack of a 
career structure within guidance in the Department as evidenced by the 
following comment: "Part of the restructuring process too is that there is 
no longer a career path for GOs where there was previously" 
(unsupervised guidance officer), which resulted in a comparatively low 
level of the senior guidance officer position in the Department hierarchy. 
However, individuaUy many of the guidance ofiBcers felt valued by 
their schools or principals, but not as a profession within the broader 
context of the Department. For example, an unsupervised guidance 
officer commented that "Your principals are far more Ukely to be 
supportive, I find, and appreciative of your involvement ... so strong 
relationships are certainly forged with the schools". There were some 
concerns expressed about the lack of a line of supervision "there is the 
senior guidance officer, but from the senior guidance officer I'm not 
exactiy sure where it goes ... so in terms of that line of supervision or line 
of sort of seniority, I think it's very unclear" (supervised guidance officer). 
The Future 
Concerns were expressed by most of the participants about the 
future of guidance. Some senior guidance officers discussed the mixed 
message they were getting: 
So on one level we've got this from above pushing out and pushing 
down and dissipation of guidance and of the role of guidance 
officer, but on a grass roots level we've got people saying they do a 
valuable job we need them. 
Several discussed the cost of employing guidance officers who are among 
the most highly quaUfied personnel in the Department compared with 
the "cheaper alternatives" of employing psychologists, social workers, and 
specialist teachers such as behaviour teachers and career teachers. 
An example was provided about when the government promised 
the appointment of 200 extra guidance officers. Shortiy afterwards, a 
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memo was cfrculated comparing the cost of employing guidance officers 
with other personnel: 
I'm sure you both saw the letters that came out. There were ten 
positions that were offered and the fuU time equivalent ... the 
amount of money fifty seven five per person. Now a guidance officer 
costs sixty-six. In fact, right from the very beginning the statement 
was you can't have ten guidance officers you know (senior 
guidance officer). 
The outcome was that few extra guidance officers were employed, and 
that most of the positions were fiUed by behaviour teachers. "When it 
comes to getting a new body on deck, the staffing officer and groups of 
school principals wUl look for cheaper options" (senior guidance officer). 
The position description is similar to that of a guidance officer but they 
get paid less, "I've got a copy of a job description for a behaviour 
modification teacher and it's the PD of a guidance officer on less money" 
(senior guidance officer). In this regard, a supervised guidance officer 
cautioned "I think we have to realise we really are the icing on the cake, 
that schools can run without us , and it reaUy concerns me that they may 
weU decide that will be the case. We're expensive people to employ". 
Some senior guidance officers raised the issue of supervision for 
the newly appointed behaviour speciafrsts, many of whom had Uttie 
training in the area of behaviour management. They also discussed the 
possibility of schools emplojdng a range of speciaUsts, and raised the 
issue of supervision for them as well. Several discussed the appointment 
of behaviour teachers instead of guidance officers, and the move toward 
school based management, but there was a lack of clarity about how this 
would happen and what its implications would be for guidance. Some 
expressed concerns that "senior management within the Department 
don't necessarily view guidance officers as being essential", and that 
devolution and school based management "may well give rise to the 
position of guidance officers being traded off for other positions. In 
addition, an unsupervised guidance officer suggested that "the recent 
drive toward self managing schools is only going to exacerbate further the 
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sense of isolation and also the notion of ownership of guidance officers", 
sentiments which were not disputed. 
Some suggested that guidance would "be left floundering" and "at 
the whim of the principal" in relation to supervision as "the principals are 
more likely to assume greater and greater power in that regard". Some 
commented on the lack of advocacy for guidance as the changes are 
implemented. In addition, some guidance officers raised concerns about 
the new position description which omits the requirement for post 
graduate qualifications in guidance and counseUing (as discussed in 
chapter 1), and questioned the Department 's attitude to the value of thefr 
specialised skills and training. Some suggested that the Department 
provide funding for guidance personnel to access supervision outside the 
Department, but others preferred supervision from personnel in the 
Department. Several commented that they felt pessimistic about the 
future, and some wondered whether supervision would be an issue or 
needed in the future, since the requirement for guidance and counselling 
qualifications had been removed from the position description. 
Some supervised guidance officers were concerned since the 
training model had changed that there had been an erosion of skUls, and 
that the guidance role was "becoming more and more vague because 
there's no core of information". An unsupervised guidance officer reflected 
that "We're not quite sure what 's going to happen in terms of the thrust 
toward school based management, and a senior guidance officer 
concluded that "I don't think it's a very positive picture out there at the 
moment". 
From the focus group discussions, there was no doubt about the 
commitment of the participants to supervision. In addition, they had 
shown their resourcefulness in finding ways to support each other in an 
environment where they were feeling increasingly isolated and devalued. 
Sadly, participants' efforts and their commitment to supervision 
amounted to a motiey picture of supervision, founded on limited 
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knowledge and ability in the area. Participants perceived few 
opportunities to see themselves as a cohesive professional group, Uttie 
understanding in the Department about the guidance and counselling 
role, and even less about the need for supervision. Corresponding with 
this, was a lack of enabling mechanisms provided by the Department for 
the participants to be able to fulfU thefr supervisory responsibUities 
according to their position descriptions which brought about considerable 
dissatisfaction, frustration, and disUlusionment. In addition, the 
participants questioned thefr worth to the Department as a profession as 
economic rationalism takes effect. Participants were greatiy concerned 
about the future of their profession. These findings wiU be discussed 
further in chapter 10. 
Chapters 7 and 8 have discussed the findings of the focus group 
interviews. SpecificaUy they have discussed the findings related to 
conceptualisations about clinical supervision and the conduct of cUnical 
supervision. An evaluation on the use of teleconferences to conduct focus 
group interviews was also conducted. The evaluation wiU now be 
discussed in chapter 9. 
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CHAPTER 9 
EVALUATION OF THE FOCUS GROUP INTERVIEWS 
The previous chapter presented the results of the focus group 
interviews. As explained in chapters 4 and 5, the focus group interviews 
were conducted using teleconference caU technology. WhUe this method is 
not new in the research Uterature, it is new to research involving 
counseUors, and in particular, research related to supervision. Therefore in 
Une with the major research question, the use of this methodology was 
evaluated. SpecificaUy the present study sought to evaluate the use of 
teleconference caUs as a medium for conducting research with people from 
remote locations. The results of the evaluation wUl be presented in this 
chapter. 
Because of the newness of the methodology in this field of 
research, the perceptions of the participants were sought about the use of 
focus group interviews using teleconference calls. To this end, 
participants were asked to complete a focus group interview review 
questionnafre (see Appendix 11). Feedback was also provided informally 
at the end of the interviews, as many participants provided unsolicited 
feedback on the interview process. Both the formal and informal feedback 
wiU be reported here. In addition, the reflections and perceptions of the 
researcher will be presented. The findings of the formal evaluation using 
the focus group interview review questionnaire wUl be discussed first. 
This will be followed by the informal feedback and the researcher's 
perceptions. 
Formal Evaluation 
All participants in the focus group interviews were requested to 
complete the focus group interview review questionnaire, although its 
completion was voluntary. The focus group interview review 
questionnaire sought responses under two main headings, interview 
preparation and the conduct of the interview. The questionnafre 
contained 19 single response items, seven of which related to the 
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interview preparation, and eleven of which related to the conduct of the 
interview. Forty-four responses were received, all of which were included 
in the data analysis. This represented a useable response rate of 83%. 
The questionnafre also invited additional comments from the 
respondents, 25 of whom made comments. All additional comments made 
by the respondents related to the conduct of the interview. The findings 
related to interview preparation wiU be discussed first. Second, the 
findings related to the conduct of the interview will be presented, and 
where appropriate, additional comments made by the participants wUl be 
included. 
Interview Preparation 
The questions in this section of the review questionnaire, sought 
information about the lead-up to, and preparation for the interview. AU 
but one of the respondents indicated that they had enough time to 
prepare for the interview. The interview preparation time varied from 
between one and three weeks, depending on which interview timeslot the 
participant selected. All respondents found that using the conference call 
operator to contact them at the appropriate time was helpful. Most (40) 
also found that the reminder fax containing the interview details was 
helpful. Of those who did not, one commented that because of the 
itinerant nature of h i s /he r job, h e / s h e had not visited the office to which 
the fax had been sent, and therefore did not receive it until after the 
interview. Most understood both the purpose of the interview (43) and the 
nature of the interview content (42). In addition, most understood how 
the interviews would be conducted (43) and what arrangements they were 
required to make (41). 
The Conduct of the Interview 
The questions in this part of the focus group review questionnaire 
sought feedback on the respondents ' experience of thefr interview. This 
will be discussed under three headings, response to the technology, 
interview content, and participation. All respondents indicated that the 
interviewer had clarified the purpose of the focus group interview, and 43 
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indicated that they were satisfied with the arrangements about 
confidentiaUty, and that the length of time of the interview was 
appropriate. One respondent suggested that he / she "would have liked at 
the time to discuss the issues at greater length but understood the 
limitations of the technology used". Forty understood how the 
information from the focus group discussions was being used. One 
commented that "this is a helpful process for change, so please make 
data available through senior GOs, SSCs (if stiU about) and relevant 
hierarchy to ensure positive outcomes". 
Response to the technology. Most (37) indicated that the use of the 
conference call technology was not a hindrance, with one concluding that 
it was "a good method to get far flung people to exchange views" and 
another that h e / s h e had "no problems with the phone link". One 
respondent outiined some difficulties h e / s h e had adapting to the 
technology "which were off-putting, for example, with a large number of 
people participating it was easy not to actively participate or know when 
it was appropriate to intervene because of the lack of visual cues". The 
hindrance to group process of "not being able to see non-verbals" was 
also commented on by another respondent. One respondent was unsure 
about whether the technology was a hindrance, and explained that 
h e / s h e had a hearing loss but indicated that as he / she "became more 
comfortable with the situation, I was better able to participate". 
A couple of respondents suggested alternatives to conference calls. 
For example, two commented that face to face interviews would be better, 
but also conceded that they would be "impractical", and that "considering 
distance and participants, this technology was probably best". Two 
suggested video-conferencing, but one of these conceded that "the phone 
was fine". Another suggested that "other technology may have excluded 
isolated GOs". One commented on being "fascinated by the possibiUties 
involved in using my own handset on the phone to hear a group of people 
instead of having to use a speaker phone". The scheduled time of the 
interview was commented on by one respondent who works in a school 
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setting because it was "difficult to safeguard from interruptions", and as a 
result, h e / s h e "had to chase s tudents from the room to participate". 
However, h e / s h e had previously chosen that interview time slot. 
Interview content. All of the participants indicated that they were 
interested in the content of the interviews, and aU but one indicated that 
they felt able to have thefr say. In particular, one commented that the 
interviewer "gave plenty of opportunity to talk", and another that the 
interviewer was "able to focus the discussion and give everyone a turn". 
In addition, all indicated that they enjoyed talking to other participants, 
and that this process had been informative. One simply commented that 
the interview process was "good", another that it was "a worthwhUe 
exercise", and yet another that it was "excellent, as it allowed me to play 
a small part to promote a process I find so valuable". 
Participation. One found it "reassuring to discover that GOs at aU 
postings and levels of service delivery have similar problems re 
supervision". Another commented that "because isolation is a problem 
(geographicaUy isolated and professionaUy isolated) any opportunity to 
talk to my peers with regard to supervision is most helpful", and that "we 
need to be creative ... and sharing sessions helps to spark creativity". In 
relation to professional isolation, another commented, "it was worthwhile 
being involved as it was an opportunity to talk to others in times of 
professional isolation". Another observed that "having the opportunity for 
such a professional discussion certainly highUghted the extent of 
isolation under which GOs daily work. The corollary of course is that 
such isolation warrants a need for supervision". 
Two-thirds of the respondents (29) indicated that they rarely get a 
chance to discuss supervision with any one, and 43 indicated that they 
enjoyed the opportunity of having a professional discussion with their 
peers. For example, one commented that h e / s h e "found it valuable to 
have contact with other GOs to discuss the vexed question of supervision 
or rather, lack of supervision, which has concerned me since becoming a 
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GO". Forty-one of the respondents, indicated that the interview provided 
them with an opportunity to talk with people they did not afready know. 
One commented that not only had h e / s h e "found the discussion 
worthwhile", but that he / she had "made a connection with someone for 
whom I have some respect as a supervisor". 
Informal Evaluation 
As previously mentioned, some of the participants provided 
feedback on the interview process in the concluding section of some of 
the interviews. Their comments wiU be discussed under three headings, 
reduction of professional isolation, learning experience, and a sense of 
hope. FoUowing this, the perceptions of the researcher wiU be presented. 
Reduction of Professional Isolation 
During the concluding section of the interviews, many participants 
made comments which indicated to some degree that the interviews had 
provided a means of reducing their professional isolation. For example, 
many expressed thanks "for including me", and several commented that 
the process had been "excellent" and "very interesting". In particular, the 
opportunity to discuss clinical supervision with thefr peers provided an 
opportunity few had experienced, and one described "the spin off this 
morning, of ju s t being able to, I mean this has been a lovely positive thing 
to be able to talk to colleagues like this. I mean, it's been excellent". In 
addition, the interviews provided them with a means of finding out what 
happened in other areas, and one indicated that "111 be giving my group 
feedback on some of the issues that were raised". While there seemed to 
be some security from finding out that their circumstances were similar 
to those of other participants, this process also served to raise their 
"concem about the profession". 
Learning Experience 
Related to the issue of reducing professional isolation, was the 
opportunity the interviews provided to learn from other participants. For 
example, one unsupervised guidance officer's understanding of 
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supervision broadened during the interview and h e / s h e reflected "I might 
have a bit of a narrow view of supervision which probably needs to be 
broadened. I suppose my initial idea of supervision is someone sitting in 
and watching me counsel, but jus t listening to the others, I reaUse it's a 
much broader idea". 
Participants also found it useful to learn what was happening in 
other areas of the state, and one remarked that "What supervision is has 
been very undefined in the last few years. The term's come out but no-
one can exactly say what it is, and every district by the sound of it seems 
to be doing jus t their own sort of thing about what is supervision". 
Another commented that "It's been reaUy interesting to hear what other 
people are doing and the things they'd like to see further developed and 
so on". However, one remarked on the research project as a whole being a 
learning experience, reflecting that "I think it's been an issue with 
guidance for as long as I've been in guidance, and I don't think anyone's 
been able to come up with an overview at all that may be summarised or 
tapped into as many sources as you obviously have". 
Sense of Hope 
Related to the previous comment was a pervading feeling that 
participants were hoping that this research would help to bring about 
change for them, and that their supervision needs would be recognised 
with one wishing that "I hope your research has some impact", and 
another hoping that "it wUl provide some sort of ground sweU". The 
strength of these hopes were summed up by a participant who stressed 
"I'd jus t like to emphasise too, I'm really encouraged by what you're 
doing. I'm hoping that by what you're doing might have some sort of 
impact ... at more senior levels, and I'm hoping that wiU be a worthwhUe 
thing". Indeed, one participant remarked that "it already has had a flow 
on effect in my region anyway". Another saw the research as a 
continuation of previous efforts to get supervision provided, claiming 
"What you're doing is really good cause every little bit helps, cause I think 
we've got to jus t keep whittiing away and trying to get what we can get". 
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The overaU feeUng from the interviews was one of support for the 
research, interest in the results, and hope, with one commenting "We 
reaUy look forward to the results of your study actually. Ill be reaUy 
interested in your recommendations". 
Perceptions of the Researcher 
In considering the methodology used for this study, the researcher 
was aware to some extent of the isolation of the participants. It was 
evident throughout the interviews how interested the participants were in 
hearing about what happened in other areas and regions. Thefr interest 
in the topic seemed to outweigh any difliculties of not knowing each 
other, or not being able to see each other. 
I took care at the beginning of the interviews to provide a warm 
introduction and thanks for their participation. In addition, I explained 
carefuUy the purpose of the interview. I also acknowledged the 
technology, and explained why I had chosen to conduct the interviews 
this way, and my hope that it would not be off putting for them. I invited 
each of them in turn to introduce themselves and explain their 
experience of clinical supervision. After this introduction, the discussion 
generally continued with Uttie input from the researcher. Occasionally I 
used probing questions to extend the discussion, and sometimes I invited 
participants to comment further on particular issues they had raised. 
During the interviews, I was excited by the participants' 
willingness to discuss the topic, and the range of issues they presented. 
In addition, I was pleased that the discussions required a Umited amount 
of input from me, so that the influence of the researcher was minimised. 
However, my awareness of their isolation and thefr sense of concem 
about thefr profession as a whole, and supervision in particular, was 
heightened during the discussions. As this occurred, I became 
increasingly aware that the participants had invested a lot of hope in my 
research, hope that their supervision needs may be met, and that senior 
Departmental personnel may recognise the needs of guidance personnel. 
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In this regard, I began to, and still do feel a sense of responsibUity toward 
them. 
My experience of the interviews was that for most of the time it was 
Uke sitting in a room with the participants Usterung to them. Indeed, I 
knew some of them so was able to picture them in my mind. In addition, 
some of the participants knew each other. The tone of the interviews was 
warm and very coUegial, and the participants were easUy able to stay on 
the topic. The content of the interviews seemed to be something which 
greatiy interested them, and they participated in very free-flowing 
discussions. 
My initial concerns about the use of the technology abated to some 
degree after the pilot interviews. However, I found myself hoping that 
nothing would go wrong during the interviews or with the taping. At one 
stage during an interview a line dropped out and a participant missed a 
couple of minutes of discussion, and at another stage the recording pips 
were not audible and I interrupted the interview to check with the 
conference call facilitator. 
Overall, the participants enjoyed thefr involvement in the focus 
group interviews, and also found it a worthwhUe experience. The 
technology was generally not an inhibiting factor. The choice of focus 
groups using conference calls wUl be discussed more in the summary of 
methodological findings in chapter 10. 
This chapter has presented the findings of the focus group review 
questionnaire. The previous three chapters presented the findings of the 
questionnaires and the focus group interviews. Chapter 10 wUl now 
discuss these findings in relation to related research. The contribution of 
the study to the research area wUl then be presented. In addition the 
limitations and recommendations of the study wiU be discussed. The 
reporting of the findings and future work in the area will be described. 
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CHAPTER 10 
DISCUSSION 
The purpose of this chapter is to discuss the research findings 
presented in the previous chapters. In discussing these findings, the 
objectives of the study wUl be re-examined. The major research question 
underpinning this study was to examine the perceptions and experiences 
of guidance officers and senior guidance officers in relation to cUrUcal 
supervision. SpecificaUy, the study sought to discover 
• how cUnical supervision is conceptuaUsed by school guidance 
personnel; 
• how clinical supervision is experienced by school guidance personnel; 
and 
• how school guidance personnel perceive that the supervisory context 
affects the conduct of clinical supervision. 
In addition, the study sought to evaluate the use of teleconference caUs as 
a medium of conducting research with people from remote locations. 
The chapter wUl be structured in four parts. Part 1 wiU discuss the 
findings on conceptuaUsations of clinical supervision as explained in 
chapter 2. Part 2 wiU present the findings on the conduct of clinical 
supervision. Part 3 wiU examine differences between groups. In particular, 
differences wiU be examined between 
• supervised guidance officers and seruor guidance ofiicers, 
• males and females, 
• supervised and unsupervised guidance officers, 
• primary and secondary guidance officers, and 
• levels of experience. 
The chapter wUl conclude with Part 4 which contains a summary of the 
substantive, theoretical, and methodological findings. The effectiveness of 
the use of teleconference caUs for the focus group interviews wiU be 
discussed in the section on methodological findings. In addition, the 
UnUtations of the study, and recommendations for the profession and for 
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future research wUl be presented. Throughout the discussion, the data 
from the survey questionnafre and the interviews wUl be combined. 
Part 1 - ConceptuaUsations of Clinical Supervision 
As discussed in chapter 2, conceptuaUsations of clirUcal supervision 
include the history of supervision, reasons for supervision, definitions of 
supervision, counseUor development, and supervision training. The section 
on the history of supervision provided background to the Uterature review 
and therefore wiU not constitute a part of this discussion. In addition, 
definitions of supervision was based on the review of the Uterature, and the 
corresponding section in this discussion wUl be the understanding of 
clinical supervision expressed by guidance personnel (as in chapter 7). 
Thefr understanding of clinical supervision wUl be discussed ffrst, foUowed 
by discussion of thefr acceptance of, and reasons for participating in it. 
Developmental issues and supervision training wiU then be discussed. 
Understanding of Clinical Supervision 
IndividuaUy, aU participants demonstrated some level of 
understanding of clinical supervision, although none demonstrated a 
comprehensive understanding. However, as a professional group there was 
a noticeable lack of cohesion or unity about thefr understanding of 
supervision. As one participant explained, "it's a complex term ... it has 
different mearungs for everyone you talk to." Indeed, this lack of cohesion 
led to further confusion about the meaning and nature of supervision. 
Thus as supervision was understood by guidance persormel, it was truly an 
"abstract, amorphous, and undefined" concept (Hess, 1980, p. 525). 
Therefore it seemed unUkely that many, if any, of the participants could 
adequately explain or advocate for supervision with line managers in the 
Department of Education. 
In addition, it seemed unlikely that as a profession, they could 
advocate for supervision in a unified voice. This situation reflects Proctor's 
(1994) concerns regarding the need for "professional agreement" (p. 310) 
about what is meant by supervision in order that counseUors and thefr 
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supervisors are able to articulate to organisational management "about the 
purpose and boundaries" (p. 310) of cUnical supervision, and how it differs 
from managerial supervision. In fact, some participants spoke of difficulties 
they had experienced in negotiating supervision with principals and school 
support centre personnel. 
Proctor (1994) also suggests that "professional agreement" provides 
some dfrection for supervisors and counseUors in terms of thefr 
expectations of each other. Differing perceptions about supervision 
between guidance officers and seruor guidance officers was a source of 
frustration to some guidance officers whose supervision needs were not 
being met. This situation was compounded by the fact that Uttie 
contracting or evaluation of supervision was undertaken, as discussed later 
in this chapter. These processes provide a mechanism by which differing 
perceptions could be clarified. 
The lack of clarity about what constitutes supervision is consistent 
with previous studies (Borders 86 Usher, 1991; Roberts 86 Borders, 1994), 
and was exemplified by confusion between professional development, 
training, and supervision. This confusion was iUustrated by examples such 
as WISC III and assessment training, Gestalt therapy training, self 
development courses, consultation with other agencies, working 
coUaboratively with others on workshops and parent talks. There was also 
some confusion between administrative supervision and clinical 
supervision, evidenced by examples such as resource updates and network 
meetings. Some participants described thefr ongoing "stmggle" fri trying to 
"come to terms" with whether supervision was "professional development", 
"professional support", or "process as weU as content". This confusion may 
in part stem out of supervision's composite function of education, 
consultancy, counselUng, evaluation, and research (Bernard 86 Goodyear, 
1992). However, confusion may also stem out of attempts to understand 
supervision for practising counseUors as a different process from what they 
had received in thefr training (Proctor, 1994). It could also be a result of the 
inappropriateness of many of the defmitions found in the Uterature for 
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practising counseUors. For example, definitions which portray supervision 
as a top down process (Bernard 86 Goodyear, 1992), or have an emphasis 
on those in training may lead to a lack of clarity about the nature and 
purposes of the process of supervision for practising professionals. 
Participants' comments iUustrated that they were weU aware that 
there were no defirUtions or guidelines on clfrUcal supervision provided by 
either the Department of Education or the Queensland Guidance and 
Counselling Association Inc. The fragmentation of guidance brought about 
as a result of the 1993 restructuring of the Department of Education had 
resulted in guidance personnel in regions "doing just thefr own sort of 
thing about what is supervision", a process described by one supervised 
guidance officer as a "pooling of ignorance." However, some regions have 
attempted to define supervision and develop poUcy (Senior guidance 
officers, MetropoUtan East Region, 1994). Such attempts reflect what 
Bradley and Whiting (1989) describe as "conceptuaUsing the supervisory 
function" (p. 455) in the first module of thefr supervision training program. 
Thus it seemed that professional leadership on the issue of 
supervision was lacking, with neither the Department of Education nor the 
Queensland Guidance and Counselling Association Inc. providing any 
dfrection or clarity. With devolution to districts within the emplo5dng 
authority from 1998, it is likely that the guidance service wUl become even 
more fragmented and the situation wUl worsen unless the issue of 
professional leadership is addressed. 
The provision of definitions and guidelines could provide a 
benchmark on which individuals could map thefr own ideas, and from 
which they could develop thefr own understanding. In addition to a 
definition, some participants suggested that ideas about what constitutes 
cUnical supervision would be helpful, that is examples of how to conduct 
supervision. The findings of the present study indicate that guidance 
personnel are a group who could benefit from "the estabUshment of an 
operational defmition" (Boyd, 1978, p. 7). Indeed, such a defmition or 
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guidelines may provide a "conceptual model or schema" (RusseU et al., 
1984, p. 641) by which guidance personnel could puU thefr diverse ideas 
together. 
Acceptance of ClirUcal Supervision 
Significantiy however, most participants understood cUrUcal 
supervision as an opporturUty for growth and support rather than as a top 
down process. Thus there was general acceptance of supervision, a 
willingness to participate in it, and a desfre for more supervision than they 
were presentiy receiving. For example, most guidance officer participants 
indicated that the amount of supervision they are presentiy receiving was 
inadequate. In addition, most senior guidance officers also indicated that 
the amount of supervision time they provided guidance officers was 
inadequate. Therefore, there was a desfre to spend more time on cUnical 
supervision which was variously described as "essential", "integral", and 
"important." 
Thus whUe there was a lack of understanding about what exactiy 
supervision is and how to conduct it, there was general agreement that it 
was a worthwhUe and positive thing to do. This situation mirrors a claim by 
Barret and Schmidt (1986) that although there is "Uttie agreement on a 
definition and description of supervision, the idea that supervision should 
be regular and constant seems to be accepted by most counselors and 
counselor educators" (p. 52). In addition, it is consistent with Robertson 
and McCowan's (1990) claim that supervision was famUiar to, and widely 
accepted by guidance officers. 
Thus it seemed that the participants were quite aware that 
"supervision should be ongoing throughout a counselor's career" (ACES 
Supervision Interest Group, 1995, p. 271). Thefr understanding of the need 
for supervision may in part stem from thefr guidance training, particularly 
for those who trained prior to the 1993 restructuring of the Department of 
Education, and participated in extensive practicum supervision. During 
this time the importance of supervision was stressed, and guidance officers 
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in trairung participated in extensive supervision and practicum experience 
during thefr training year. There was some discussion of a "culture of 
supervision" which had been estabUshed under the previous training 
model which led an unsupervised guidance officer who had trained under 
the previous training model to remark that "at least we know what we're 
missing out on." In addition, a Umited amount of supervision training had 
been provided to serUor guidance officers (McCowan, 1987) prior to the 
1993 restructuring of the Department of Education. This training was part 
of a concerted effort by senior guidance persormel at the time to raise 
awareness of and increase practice in supervision (Robertson 85 McCowan, 
1990). Since that time some regions have organised supervision training 
workshops for guidance personnel, but there has been no further 
systematic supervision training (P. Shaw, personal commurUcation, 6 May, 
1997). 
WhUe aU of the participants in the present study were supportive of 
supervision, they were aware of some peers who were not as accepting of 
supervision and more suspicious of its motives. From thefr comments, it 
seemed that thefr peers' perceptions of supervision had managerial 
overtones rather than overtones of support (Feltham 86 Dryden, 1994). In 
addition, thefr peers may not have understood the difference between the 
type of supervision they experienced in training which is more evaluative 
and supervision for practisfrig professionals. There was evidence during the 
interviews that some of the participants also were not clear about this 
distinction. Proctor (1994) remarks on the distinction, suggestfrig that the 
term "consultative supervision" could be used for supervision received by 
practising professionals, thus distinguishing it from "training supervision." 
Indeed Boyd and Walter (1975) suggest that the supervision of school 
counseUors has been hampered by this lack of distfriction. They suggest 
that the approach to supervision presented in counseUor training programs 
is narrow and not appUcable to school settings. Thus there was an 
awareness that supervision for practisfrig professionals was sfrnUar to, yet 
different from, that experienced during trainUig as discussed previously. 
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The participants suggested that better information and 
understanding of supervision and its benefits may aUay some of the 
concerns of thefr peers. This corresponds with the finding that a higher 
percentage of the supervised guidance officers had received training in 
supervision than unsupervised guidance officers. Thus this study suggests 
that training, and therefore improved understanding about supervision, 
reduces scepticism about supervision and increases the UkeUhood that 
guidance officers participate in cUnical supervision. This is keeping with 
recommendations that training in supervision should be an integral part of 
counseUor training (Bahrick et al., 1991; RusseU et al., 1984). These 
authors suggest that the benefits of better theoretical knowledge of 
supervision lead to a greater capacity to conceptuaUse the roles, goals, and 
expectations of supervision. In addition, Russell et al. suggest that those 
who have received training are better able to provide supervision. Thus 
training in the context of the current study would also have the advantage 
of improving the quaUty of supervision provided through the informal peer 
support network discussed later in this chapter. 
Reasons for Supervision 
The present study found that participants wanted cUnical 
supervision because it provided them with support, debriefing, skiU 
development, personal growth and development, and professional 
development. Significantiy cUent welfare was Uttie mentioned as a reason 
for receiving cUnical supervision, although this is a significant reason for 
supervision cited in the Uterature (ACES Supervision Interest Group, 1995; 
Bernard 86 Goodyear, 1992; Feltham 86 Dryden, 1994; Orlans 86 Edwards, 
1997). This may reflect differences in the emphasis of supervision between 
those who are quaUfied practising professionals and those who are 
responsible for supervision in trainfrig settfrigs where many deffrUtions 
have originated. 
Support was what most participants indicated that they receive from 
cUnical supervision. In addition, support was what most suggested that 
they want from supervision. The relationship between supervision and 
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professional support has been weU estabUshed in previous studies, where 
professional support was repeatedly found to be the main goal of school 
counseUors participating in supervision (Borders 86 Usher, 1992; Roberts 86 
Borders, 1994; Shanks-Pmett, 1991; Sutton 86 Page, 1994). In the current 
study, the participants related support to "emotional weU-befrig", "mental 
health", and avoiding "burnout", with one commenting that without 
support he / she would "go up the tree a bit." These comments are 
consistent with the findings of a previous study where school counseUors 
cited burnout as a reason for supervision (Roberts 86 Borders, 1994). In 
addition, they are consistent with 
• the Unks between supervision and stress reUef discussed by several 
authors (Abdel-HaUm, 1982; Davis, Savicki, Cooley 86 Ffrth, 1989; 
Savicki 86 Cooley, 1987); and 
• suggestions that stress and burnout can be mitigated by supportive 
supervision (Chemiss, 1980; Savicki 86 Cooley, 1982). 
Therefore, the participants demonstrated an awareness of the personal 
benefits of supervision for which, in its absence, they substituted peer 
support (to be discussed later in this chapter). 
WhUe guidance personnel described the reasons for supervision in 
terms of personal benefits, thefr own weU being is a contributing factor in 
terms of the cUent welfare as it enables counseUors to feel more confident, 
competent, and creative in thefr work with cUents (Inskipp 86 Proctor, 
1993). However, this link between personal weU being and the quaUly of 
service provided to the cUent was not expUcit in the present study. 
An example of the Unk between counseUor support and cUent 
welfare was the practice of case discussion either in supervision or with 
peers (peer support is discussed later in this chapter). Case discussion 
generaUy provided the participants with both a second opinion on the case 
they presented and support. Participants viewed seeking a second opinion 
as a part of accountable practice, and perceived accountable practice as 
another reason for receivfrig clinical supervision. Thus, supervisory 
interactions such as case discussion with peers or supervisors generaUy 
307 
provide support and lessen the stress brought about by the complexity of 
the counselling cases faced by guidance officers in thefr day to day work 
(Sutton 86 Page, 1994). 
As previously discussed, some of the participants mentioned 
personal, professional and skUl development as reasons for supervision. In 
particular, most perceived that clinical supervision provided guidance 
officers with new ideas and strategies. Many also sought new ideas and 
strategies from thefr peers informaUy. These goals reflect what Borders and 
Usher (1992) describe as "skiU oriented goals" (p. 596), and which they 
suggest are a high priority for school counseUors. Examples include case 
conceptuaUsation, specific techniques, and learning to deal with different 
types of cUents. Indeed several previous studies have found that in addition 
to support, school counseUors want professional growth and development 
(Borders 85 Usher, 1992; Roberts 86 Borders, 1994; Shanks-Pmett, 1991; 
Sutton 86 Page, 1994). It seems that the two goals of support and skUl 
development are compatible as guidance officers derive support from 
receiving new ideas and strategies to use in thefr work. Indeed, these goals 
wUl become even more important as the new training model provides fewer 
opportunities for skUl training and supervised practice. 
It is interesting to note that the reasons for supervision cited in the 
Uterature seem to relate more to the pubUc face of counselling, that is the 
image and standing of the profession, for example the level of skUls of 
professional counseUors and the resulting service to cUents. It seems that 
less emphasis is placed on supervision as a mecharUsm for counseUor 
welfare and support at a personal level. However, counseUor welfare is 
fundamental to cUent care. In Ught of the discussion on bumout this may 
weU be an area which needs to be addressed. It is possible that this 
situation has arisen from supervision's origins fri training settings and the 
need to protect cUents working with counseUors fri trainfrig. However, the 
profession also has responsibiUties to those fri the profession, and 
supervision is a means of ensuring that support is avaUable. It may be 
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timely to make this more expUcit in the definitions and purposes of 
supervision as weU as the responsibiUties of supervisors. 
Developmental Issues 
WhUe the participants were looking for professional development 
from supervision, the present study has also highUghted the detrimental 
effects of not receiving supervision. In particular they described being "in a 
rut", becoming an "independent operator," "losing touch with the norm", 
not knowing "what is right or wrong," practice being "stultified", and "using 
a narrow range of skiUs." Such descriptions are consistent with LoganbiU et 
al.'s (1982) description of the stage of stagnation. Some participants 
themselves described this situation as "less than ideal", but remarked that 
it was necessary for survival. They had learned to cope without 
supervision. A previous study suggested that counseUors who regularly 
receive supervision value and expect it, whereas those who receive no 
supervision may have difficulty recogrUsing its need (Borders 85 Usher, 
1992). These suggestions have impUcations for the present study. 
Given the number of guidance officers who receive Uttie or no 
supervision, and thefr descriptions of what happens to them as a result, 
the lack of supervision evident in the study is of serious concem. This is 
particularly so in Ught of the findings of previous studies which have 
shown that 
• counseUor development is related to supervised rather than 
unsupervised counselUng practice (WUey 86 Ray, 1986); and 
• a decrease in skiU level after training has been associated with a lack of 
supervision (Meyer, 1978). 
The participants' descriptions of the effects of a lack of supervision are 
consistent with these fmdfrigs. In this regard, Cmtchfield and Borders 
(1997) claim that there are "dfre impUcations for the counseling 
effectiveness of consistentiy unsupervised school counselors" (p. 228). This 
raises questions about what is happening to the skiU level of individual 
guidance officers and the guidance profession as a whole. In addition, as 
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supervision is a means of "quaUty control" for the profession (Proctor, 1994, 
p. 309), this finding raises ethical, legal, and professional concerns. 
Training and Induction of New Guidance Officers 
A particular concem shared by most of the participants of the focus 
group interviews was the training and induction of those new to the 
profession who were described as "victims of the system." WhUe most of the 
less experienced participants indicated that they receive supervision, there 
were concerns about the quantity and quaUty of the supervision they 
received. Examples were provided of guidance officers in training and on 
probation receiving Uttie support or supervision, and in some cases being 
expected to provide support for others. In addition, some of these 
participants had to advocate hard to receive appropriate supervision or 
training, a situation which they found stressful. Thefr perceptions were in 
line with the findings of Matthes (1992), specificaUy that induction of those 
new to the profession is largely a "sink or swim" (p. 248) process. Also in 
Une with the findings of Matthes (1992), many of those new to the 
profession are expected to take on the same workload as experienced 
guidance officers. VanZandt and Perry (1991) suggest that the needs of this 
group are developmental in nature and in line with those of beginning 
counseUors who need high levels of support and dfrection. Clearly a "sink 
or swim" (Matthes, 1992, p. 248) situation is both undesfrable and 
stressful, and without appropriate support, may lead to bumout in new 
counseUors (Chemiss, 1980). 
WhUe the inadequacy of training and induction is of concem at a 
personal level to the individuals concerned, it is also of a concem at the 
broader professional level. In particular, concerns were expressed at the 
linUted amount of supervised practicum new guidance officers receive prior 
to commencing work as guidance officers. Further, the reaUty of guidance 
officers on probation receivfrig thefr entitied day of supervision per fortrught 
as per thefr position descriptions would have to be questioned. Therefore, 
there are serious concerns about how weU those new to the profession 
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understand what is expected of them in thefr new role which is 
significantiy different from that of teacher (Boyd, 1978). 
In addition, concerns were raised about how skiUed new guidance 
officers are to perform in thefr new role. Sutton and Page (1994) suggest 
that "master's programs do not reflect the level of skiUs needed in reaUty by 
workfrig school counselors" (p. 37), concerns also reflected by participants 
in the present study. However, in the context of this study many new 
guidance officers also complete thefr master's program through external 
study mode and have very Uttie contact with feUow students or university 
staff. Usfrig this form of study to prepare for the fritense nature of school 
guidance work was described as "bizarre" by one of the participants. Prior 
to the 1993 restructuring of the Department of Education, guidance 
trainees participated in a year long guidance officer training program run 
by the Department, during which time they participated in extensive 
practicum experiences. However that program has been disbanded, and 
the amount of practicum significantiy reduced. 
Boyd (1978) claims that estabUshing an "operational base is one of 
the most important and difficult functions of the newly employed 
counselor" (p. 12). It would seem that those new to guidance are faced with 
enormous difficulties in estabUshing an operational base, a situation which 
needs to be addressed as it wiU progressively erode the standards of the 
whole profession. Again, there is a need for professional leadership in 
regard to this issue, if not by the Department of Education, then by the 
Queensland Guidance and CounseUing Association Inc. 
WhUe an issue in its own right, the training and induction of new 
guidance officers was also seen as sjonptomatic of what participants 
perceived as an erosion of support for guidance personnel within the 
Department. For example, there is no longer a discrete guidance branch fri 
the Department structure, and support for guidance personnel has been 
reduced. Their perceptions of what has happened to guidance services 
during the 1993 restructuring of the Department was a source of 
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considerable stress and concem. In addition, most participants perceived 
that few other staff (e. g., teachers, principals, and school support centre 
coordinators) in the Department understand the roles of guidance officers 
or senior guidance officers, and therefore they have difficulty in convincing 
line managers about thefr speciaUsed needs, especiaUy in relation to 
supervision. SerUor guidance officers in particular were frequentiy used in 
school support centres for tasks outside thefr position description and not 
related to guidance. These are examples of organisational design which 
Chemiss (1980) claims can be a source of bumout . OrgarUsational design 
wiU be discussed in Part 3 of the chapter. 
Training in Supervision 
WhUe most of the senior guidance officers had received training in 
supervision, fewer of the guidance officers had received training. A 
significant difference was found between the supervised and unsupervised 
guidance officers in that supervised guidance officers were more likely to 
have received training than the unsupervised guidance officers. In addition 
most guidance officers and senior guidance officers perceived that the 
amount of training they had received was inadequate. Thefr interest in 
receiving supervision training was summed up by the comment of one 
participant who claimed "if you're going to expect people to do cUrUcal 
supervision, then youVe got to give them the opportunity to learn the 
skUls." 
However, training in supervision has traditionaUy been provided 
predominantiy for supervisors (Borders et al., 1991; Borders 86 Leddick, 
1988; Bradley, 1989; Henderson 86 Lampe, 1992; Kaslow, 1977; McCowan, 
1989; Roberts 86 Borders, 1994; Stoltenberg 86 Delwortii, 1987). Indeed 
previous studies have recommended that opporturUties for supervisor 
trafrifrig be provided (Borders 86 Usher, 1992; WUson 86 Remley, 1987). 
However, the present study found that training is also desfred by 
supervisees. Participants suggested that without training, supervision was 
a case of "the blind leading the blind." The present study indicates that 
where supervision is better understood, guidance officers are more likely to 
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participate in it. In addition, a previous study has shown that counseUors 
who had received more supervision tended to prefer more frequent 
supervision (Borders 86 Usher, 1992). It therefore seems that when the 
mystique of supervision is removed, and counseUors understand it better 
through either training or participation in supervision, that they are more 
likely to want to participate in it. 
Less attention has been focused in the Uterature on the training of 
those other than supervisors. However, the need for supervision training 
for counseUor trainees has previously been discussed (Bahrick et al., 1991; 
RusseU et al., 1984). In fact, several participants in the present study 
indicated that thefr understanding of supervision had come from thefr 
training years. Training in supervision may help to reduce the power 
differential in supervision as both or aU parties in supervision would be 
able to understand it better, and therefore would be better able to negotiate 
thefr roles, define thefr needs, and evaluate the process. Where supervisor 
and supervisee have training in supervision, there is a greater UkeUhood of 
an alUance than in a relationship where orUy the supervisor has knowledge 
about the process of supervision. Bahrick et al. (1991) suggest that where 
supervisees have a better understanding of the supervisory relationship the 
supervisory interaction may become more effective. 
Training would assist guidance personnel conceptuaUse and 
conduct supervision more effectively. Previously, thefr lack of 
understanding was discussed. In addition, it was suggested that some 
guidance officers who are resistant to supervision, may be more inclined to 
participate if they knew more about it. This was supported by a participant 
who had participated in regional supervision training and found that it had 
generated awareness and cooperation. Therefore an essential element of 
training for guidance personnel would be a module on conceptuaUsing 
supervision as suggested by some authors (e. g., Boyd, 1978; Bradley 86 
Whiting, 1989). This would address concems expressed by many guidance 
officers that the senior guidance officers "don't reaUy understand what 
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supervision is about", a concem also shared by some senior guidance 
officers. 
Clearly, experience as guidance officers has not prepared the serUor 
guidance officers for thefr role as supervisors (Bradley 86 Whiting, 1989). 
WhUe the practice of becoming a supervisor through promotion is widely 
practised (Kaslow, 1977; Riordan 85 Kern, 1994), it is not desfrable (Akin 86 
WeU, 1981; Clarkson 86 GUbert, 1991). Several senior guidance officers 
indicated that they were grappling with understanding the term, and some 
of thefr comments indicated that they did not know what constitutes 
supervisory practice. Therefore supervision training is essential for 
supervisors. Thus to use the analogy of Bernard and Goodyear (1992), 
many of the senior guidance officers may be considered "paraprofessional" 
supervisors. 
Summary of ConceptuaUsations 
TTie previous discussion on conceptuaUsations has highUghted the 
lack of understanding of guidance personnel about supervision, 
developmental issues, and training issues, specificaUy training and 
induction of those new to the profession, and supervision training. 
Supervision training, whUe a source of concem, is also a source of hope. 
Clearly supervision training would improve understanding about 
supervision and counseUor development. Greater understanding would 
have positive outcomes for supervisory practice. 
Part 2 - The Conduct of ClirUcal Supervision 
As explained in chapter 3, the conduct of cUnical supervision 
includes the topics of the supervisory relationship, implementation of 
supervision, and the supervisory context. The supervisory relationship wUl 
be discussed frrst, foUowed by the implementation of supervision. Included 
in the discussion on frnplementation of supervision are ethical 
considerations, and the format and techniques of supervision. Ethical 
considerations include informed consent, dual relationships, evaluation, 
and record keeping. 
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The Supervisory Relationship 
The study indicated that the quaUty of the supervisory relationship 
was fundamental to the effectiveness of supervision. This is consistent with 
the thoughts of previous authors (Bradley, 1989; Fox, 1989; Hawkins 86 
Shohet, 1991; Meams, 1991). Participants'descriptions of the supervisory 
relationship were in accordance with descriptions in the Uterature of a 
"working aUiance" (Bordin, 1983; Inskipp 86 Proctor, 1993) which was non-
competitive, coUegial, and less top-down. For example, participants used 
descriptors such as respect, trust, comfortable, affinity, and confident to 
describe thefr preferred supervisory relationship. In addition, the roles 
perceived and preferred were trusted coUeague, experienced counseUor, 
and consultant. Many guidance officers and senior guidance officers also 
perceived and preferred the role of friend, an issue to be discussed later in 
this chapter under dual relationships. Thus participants wanted a 
supportive supervisory relationship where they could feel safe enough to 
learn and be chaUenged. This is consistent with LoganbiU et al.'s (1982) 
claim that a "supportive, faciUtative atmosphere" wUl provide security and 
aflow for "reflection and introspection" (p. 32). Some senior guidance 
officers, in particular described the amount of time they had taken to buUd 
up trusting and safe supervisory relationships. 
The roles that guidance officers and senior guidance officers 
perceived were used less frequentiy were those of evaluator, teacher and 
expert. In addition, both guidance officers and senior guidance officers also 
preferred that the roles of teacher and evaluator were used less frequentiy. 
It may be that these roles are perceived to aUgn more closely with training 
supervision than consultative supervision (Proctor, 1994), and that 
guidance personnel have difficulty conceptuaUsing them outside of trainfrig 
settfrigs where evaluation can be more of a top down process. Such 
perceptions would also not be fri keepfrig with thefr preference for 
supervisory relationships which are coUegial. In relation to the role of 
evaluator, Henderson and Lampe (1992) observed that it posed the most 
difficulty for supervisors during thefr implementation of a program of 
supervision for school counseUors. Borders (1991) suggests that 
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supervision and evaluation have often been equated in school settings. 
However, evaluation is an essential element of the supervisor role (Borders 
86 Leddick, 1987), and one through which supervisors provide feedback. 
Indeed approximately half of the participants indicated that they received 
feedback from supervision, a process which Borders and Leddick (1987) 
suggest that is "critical to a supervisee's learning" (p. 51). Evaluation wUl 
be discussed in more detaU later in this chapter. 
There was a significant difference between guidance officers and 
senior guidance officers about the role of expert, with sUghtiy more than 
half of the guidance officers preferring seruor guidance officers to use this 
role more often. Given the complexity of the counselUng with which 
guidance officers are faced (Sutton 86 Page, 1994), this may correspond 
with the finding that most guidance officers and senior guidance officers 
perceive that new ideas and strategies are provided in supervision. It may 
also correspond with the desfre of many guidance officers for feedback on 
thefr work. Thus, guidance officers may perceive that the expert role is the 
one which can meet thefr needs in relation to the "skiU oriented goals" 
(Borders 86 Usher, 1992, p. 596) of receiving new ideas and strategies. In 
addition, avaUabiUty of a supervisor to whom guidance officers feel they can 
turn for expert advice may also be a source of support. However, the expert 
role is not one which is preferred by senior guidance officers. This may be 
related to the fact that some of them no longer counsel in thefr present 
positions, and some have done Uttie counseUing in thefr previous guidance 
work. It may also relate to thefr lack of training in supervision and the lack 
of supervision provided for them. 
A concem about supervisory relationships which was expressed 
predominantiy by guidance officers was the lack of opportunity to choose a 
supervisor. Inskipp and Proctor (1993) suggest that supervisory 
relationships be freely entered into, and the friabUity for guidance officers 
to do this was described by a participant as "an inherent weakness in the 
system." Guidance officers were seeking coUegial relationships as described 
previously, and the forced pairings of the Department of Education were 
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frequentiy not conducive to the supervisees' needs being met. However, if 
supervisors were better trained then they may be more able to meet the 
guidance officers'needs. For example, Henderson and Lampe (1992) 
reported positive outcomes of a program of supervision which they 
implemented for school counseUors, and which included a significant 
component of training. Some guidance officers considered it important that 
thefr supervisor currentiy worked as a counseUor, and most thought that 
senior guidance officers should be trained in supervision, inskipp and 
Proctor (1993) suggest that mutual respect is fundamental to supervisory 
relationships, a quaUty which seemed to be lacking in some of the 
supervisory relationships described by participants in the present study. 
Thus many guidance officers would have preferred to be able to choose 
thefr clinical supervisor. It may be that suitable supervision alternatives 
need to be devised to meet guidance officers' need for supervision. Such 
alternatives could also be made avaUable to serUor guidance officers for 
whom there is currentiy no supervision provision. 
WhUe some concems were expressed about the background of the 
supervisor in terms of whether they were primary or secondary trained, 
there was no agreement on this issue. Some guidance officers perceived 
that senior guidance officers from a different background did not 
understand thefr work context. However, differing backgrounds between 
the supervisor and the supervisee affected thefr confidence in each other 
and of themselves. For example, senior guidance officers sometimes 
worked out arrangements with thefr peers to orUy supervise guidance 
officers of the same background. Indeed, this is consistent with Bernard 
and Goodyear's (1992) suggestion that supervisors need to be aware of the 
speciaUty areas in which they can work and those in which they are less 
skiUed. 
In addition, there were concems that because of the breadth of the 
guidance role, some senior guidance officers may not have speciaUsed in 
counseUing, and it therefore may not be appropriate for them to be clirUcal 
supervisors. Previous studies (Roberts 86 Borders, 1994; SchrrUdt 86 Barret, 
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1983) have found that school counseUors want supervision from trained 
counseUors as opposed to administrators with no counseUing background. 
In the present study, although aU supervisors are trained as counseUors, it 
may not have been an area on which they focused in thefr guidance and 
counselling work. Therefore the present study suggests that some guidance 
officers want supervision not only from a trained counseUor, but from a 
trained counseUor who has speciaUsed in counseUing. This corresponds 
with suggestions that supervisors cannot do everything or meet everyone's 
needs (Bemard 86 Goodyear, 1992; McCarthy et al., 1988). Thus the study 
raised ethical issues about whether aU serUor guidance officers should be 
expected to provide clirUcal supervision. 
Therefore whUe it was accepted that guidance officers be supervised, 
there was a need for greater flexibUity in how supervision occurred. Several 
previous studies have made simUar recommendations about viable, 
creative, and cost effective supervision options (Barret 86 Schmidt, 1986; 
Borders 86 Usher, 1992; Roberts 86 Borders, 1994; SchnUdt 86 Barret, 1983; 
Sutton 85 Page, 1994). Suggestions from the present study included having 
speciaUst counseUing supervisors appointed, the Department pajdng for 
guidance officers to receive supervision from private providers, and 
choosing different supervisors to meet different supervisory needs. 
Ethical Considerations 
Ethical considerations are fundamental to the conduct of aU 
supervisory relationships. Those to be discussed here include informed 
consent, the structure of supervision, evaluation, goal setting, and dual 
relationships. 
Contracting a Supervisory Relationship 
Many authors have discussed the need for informed consent and 
developing a contract before entering into a supervisory relationship 
(Borders 86 Leddick, 1987; Clarkson 86 GUbert, 1991; Feltham 86 Dryden, 
1994; Hawkfris 85 Shohet, 1991; Inskipp 85 Proctor, 1993; McCarthy et al., 
1995; Osbom 86 Davis, 1996; Shohet 86 WUmot, 1991). Such a contract 
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constitutes a "workfrig agreement" (Inskipp 86 Proctor, 1993, p . 53) between 
the supervisor and supervisee. However, most of the participants indicated 
that they had not estabUshed a contract. This may reflect thefr lack of 
understanding about supervision and how to conduct it. Some participants 
were aware that contracting is a process which needs to occur, and its 
absence may account for some guidance officers' needs not being met in 
supervision. However, the lack of estabUshed contracts may also reflect the 
nature of thefr work, and the urgency with which they need new ideas and 
strategies for thefr complex cases. Thus setting up an effective supervisory 
relationship may receive less priority than seeking specific information for a 
counseUing case, an indication of school counseUors attending to the needs 
of others before thefr own (Mara, 1991). 
The Structure of Supervision 
The structure of supervision can be negotiated through the 
contracting process. In view of the findings on supervision contracts 
previously discussed, it is not surprising that the participants in the 
present study perceived that thefr clirUcal supervision sessions lacked 
structure. Structure impUes that the roles, responsibUities, and methods of 
supervision have been delineated (Freeman, 1993). Beginning counseUors 
in particular benefit from clear structure in supervision (Worthington 86 
Roehlke, 1979). Therefore the lack of structure perceived in the current 
study may further disadvantage an afready disadvantaged group of 
beginning guidance officers. In addition. Freeman (1993) suggests that a 
structured envfronment can produce an atmosphere that is more 
conducive to learning. Thus the lack of structure found in the present 
study may indicate that less learning takes place in the supervision of 
guidance officers than is possible. There were significant differences 
between the perceptions of guidance officers and serUor guidance officers 
on this topic which wiU be discussed in part 3. 
Evaluation 
In addition to a lack of structure, the present study also found that 
Uttie evaluation of supervision takes place. This was evidenced by fewer 
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than a thfrd of participants indicating that supervision was regularly 
evaluated, and fewer than half indicating that it is evaluated as the need 
arises. However, a lack of evaluation of supervision is not uncommon 
(Galassi 86 Trent, 1987). 
In addition, as previously discussed, the participants perceived and 
preferred that the role of evaluator was used less frequentiy. There is 
evidence that evaluation often causes concem for school counseUors 
(Barletta, 1996; Borders, 1991; Henderson 86 Lampe, 1992). A possible 
explanation for this concem is that guidance personnel equate evaluation 
with assessment, particularly in view of thefr experience in training 
supervision. Assessment is about judgement against preset criteria, for 
example to meet the requfrements of a course (Bemard 86 Goodyear, 1992; 
Inskipp 86 Proctor, 1993). Bemard and Goodyear (1992) describe 
assessment as summative, whereas much of evaluation in supervision in 
supervision is formative, that is about "process not progress" (p. 105). Thus 
guidance personnel may perceive evaluation as a predominantiy 
summative process rather than a formative process (Bemard 85 Goodyear, 
1992) through which ongoing regular reviews can monitor counseUing 
practice and progress (Inskipp 86 Proctor, 1993). In addition, the evaluative 
component of training supervision may be perceived as a more a top down 
process related to assessment, not in keeping with guidance personnel's 
preference for a coUegial relationship. Thus it is frnportant to distinguish 
between evaluation and assessment. 
Goal Setting 
Feedback also provides an opportunity not only to monitor progress 
but also is a mechanism from which to set goals. However, the current 
study also found that goal setting was not weU attended to. Senior 
guidance officers perceived that goals were more frequentiy set by guidance 
officers either on thefr own or together with thefr serUor guidance officer. In 
addition, they perceived that goals more frequentiy emerged through the 
supervisory session. Goal setting can be incorporated into the contracting 
process (Fox, 1983). In addition. Fox suggests that goal setting "enUsts the 
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worker's cooperation in identifying and determining to a significant degree 
the dfrection and form of supervision" (p. 58). Goal setting and contracting 
can ensure that supervision is taUored to meet the supervisee's needs. 
Thus it seems that systematic processes for conducting supervision 
were largely absent from the supervision practices experienced by guidance 
officers and senior guidance officers. For example informed consent, 
structured supervision, evaluation, and goal setting were Uttie experienced. 
Without structure, goal setting and evaluation, opporturUties for shaping 
and consoUdating guidance officers' learning and growth could be missed 
(Borders 86 Leddick, 1987). Therefore, the findings indicate that the 
supervision experiences of participants are unlikely to constitute 
developmentaUy sequenced learning experiences based on the supervisory 
goals of the guidance officer. 
Dual Relationships 
Evidence of dual relationships arose in two ways. Ffrst, many 
guidance officers and senior guidance officers perceived and preferred thefr 
supervisory relationship to have an element of friendship. Second, senior 
guidance officers also had admirUstrative responsibUities toward guidance 
officers. Dual relationships are to some extent unavoidable (Bemard 86 
Goodyear, 1992). For example, the situations of many of the participants 
who work in smaU, and sometimes isolated communities preclude single 
purpose relationships. In regard to dual relationships, the British 
Association for CounseUing (1988) suggests that it is the responsibUity of 
both the supervisor and the supervisee to maintain clear boundaries 
between such relationships. The contracting of supervisory relationships 
provides an avenue for clarifyfrig dual relationships. However, as previously 
discussed, Uttie if any contracting occurs. In addition, the Umited 
understanding of supervision previously discussed may preclude 
recognition of dual relationships or awareness that they can be 
problematic. 
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Implementation of Clinical Supervision 
Most guidance officers and senior guidance officers perceived that 
the amount of time spent on cUiucal supervision was inadequate. The 
implementation of supervision was variously described as "ad hoc", "a bit of 
a snatch and grab exercise", and "not addressed in any sort of cohesive 
way." CUnical supervision was described as "just one of those things that 
happens if it happens." These descriptions are simUar to the findings of 
Shanks-Pruett (1991) who described the provision of supervision for school 
counseUors in her study as inconsistent and haphazard. Indeed, the 
inadequate provision of supervision has been a consistent finding in 
previous studies (Borders 86 Usher, 1992; Roberts 86 Borders, 1994; 
Shanks-Pmett, 1991; Sutton 86 Page, 1994). 
The findings of the present study are of concem given that 
• the position descriptions (Department of Education, 1993a, 1993b, 
1995) requfre that guidance officers be supervised and that senior 
guidance officers provide supervision, 
• the ethical guidelines of the Queensland Guidance and Counselling 
Association Inc. (1994) requfre that members participate in supervision, 
and 
• the participants themselves were accepting of supervision and had 
sound reasons for its provision. 
As one participant suggested, "the practice doesn't necessarily reflect the 
poUcy" as no guidelines or enabling mechaiusms regarding clinical 
supervision have been put in place. At an individual level, guidance 
persormel themselves have demonstrated a degree of commitment to 
supervision by taking responsibiUty for orgarUsing an extensive informal 
supervision network. However, thefr efforts are sigrUficantiy hampered by a 
lack of understanding and a lack of training. In the words of Kaslow (1977) 
the "'how to' formula" (p. 305) is missing. Therefore it seems that there is a 
need for greater commitment to the provision of supervision on the part of 
the employer and the professional association than its mere inclusion in 
relevant documents. The lack of professional leadership in regard to 
supervision is of serious concem. 
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As mentioned previously, supervision was conducted on formal and 
informal levels. Informal supervision seemed to occur more frequentiy than 
formal supervision and wiU be discussed ffrst foUowed by formal 
supervision. Formal supervision wUl include discussion of the format and 
techniques used in cUrucal supervision. 
Informal Supervision 
Informal chats with peers was overwhelmingly the most frequentiy 
used approach to cUrucal supervision. For example, the number of 
guidance officers and seruor guidance officers who participated in informal 
chats far out weighed any other approach to clirucal supervision. However, 
it is questionable whether informal chats constitute clirUcal supervision or 
peer support. Given the lack of contracting, structure, evaluation, and goal 
setting discussed earUer, it is possible that the informal network 
constituted peer support or "peer consultation" (Benshoff 85 Paisley, 1996, 
p. 314) rather than peer supervision. 
As discussed earUer, the extensive use of the peer support network 
was clearly Unked to the participants' need for support. This is reflective of 
Bemard and Goodyear's (1992) suggestion that peer group supervision is 
an "important ingredient in the vitaUty of the mental health professions" (p. 
83). The informal network operated between guidance officers and thefr 
peers, seruor guidance officers, and personnel from agencies outside the 
Department. Much peer support took place over the telephone. In addition, 
much of this telephone contact with peers stemmed out of guidance 
officers' immediate need for advice or a second opirUon regarding a 
counselUng case. This is in keeping with Benshoff and Paisley's (1996) 
description of peer supervision as "a process through which counselors use 
thefr relationships and professional skiUs to assist each other in becoming 
more effective and skilful helpers" (p. 314). In isolated areas, peer support 
occurred between guidance personnel and personnel from other helping 
agencies within the local commurUty. Many of the peer support networks 
discussed had been formed between guidance officers during the year of 
inservice training they had received prior to the 1993 restructuring of the 
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Department of Education. Indeed, concems were expressed for those new 
to the system that they had not had the opporturUty to develop simUar 
support networks. 
The seruor guidance officers also use a peer support network as 
there is no provision in the senior guidance officer position description for 
them to receive supervision. This is despite acceptance in the Uterature 
that supervisors should also morUtor thefr supervision work and increase 
thefr professional development (British Association for Counselling, 1988; 
Taibbi, 1995). Few seruor guidance officers accessed cUrucal supervision 
from providers outside the department. 
Informal peer support has not been reported in the previous studies 
on the supervision of school counseUors. However, previous studies 
(Benshoff 86 Paisley, 1996; Borders 86 Cmtchfield, 1997) have examined the 
appUcabUity of specific models of peer supervision for school counseUors. 
The findings indicated that peer supervision helped fUl a "supervision void" 
(Benshoff 85 Paisley, 1996, p. 317) as is the case with the present study. In 
addition, the previous studies found that peer supervision was helpful in 
providing coUegial or professional support as weU as feedback on 
counselUng skUls, issues, approaches and perspective taking. However, the 
structure evident in the peer supervision described in the previous studies 
sharply contrasts the lack of structure evident in the present study. 
Therefore it seems that there is a defirUte place for peer supervision 
among guidance personnel because it helps to meet thefr need for feedback 
on counseUing skiUs and issues from peers who have simUar training and 
work experience to them (Benshoff 86 Paisley, 1996). The success of the 
previous studies on peer supervision was underpinned by training the 
participating school counseUors in the peer supervision method. Thus, the 
quaUty and effectiveness of the guidance peer supervision network could be 
enhanced by training in supervision. However it is preferable that guidance 
officers also receive supervision from senior guidance officers as the 
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benefits derived from the two approaches are different (Cmtchfield 85 
Borders, 1997). 
Formal Supervision 
Formal supervision occurred less frequentiy than informal 
supervision, and participants generally perceived its provision as 
inadequate. Some of the findings appeared to be contradictory. For 
example, guidance personnel regarded supervision as important, yet they 
frequentiy cited examples of scheduled supervision sessions being 
canceUed and supervision commitments being broken. However, these 
broken arrangements generaUy occurred because they prioritised the needs 
of others over thefr own needs (Mara, 1991). For example, urgent cases 
arose in thefr school and precluded them from attending supervision. Boyd 
(1978) suggests that time needs to be programmed admfrUstratively for 
supervision, and some participants suggested that where this was done it 
was helpful as they did not have to repeatedly negotiate supervision time 
with school principals. However, even when time had been negotiated, 
guidance personnel gave priority to emergency situations. 
In Une with previous studies (Roberts 86 Borders, 1994; Sutton 86 
Page, 1994), a greater percentage of primary guidance officers received 
supervision than secondary guidance officers. This wiU be discussed later 
in part 3. A previous study (Borders 86 Usher, 1992) indicated that a 
majority of counseUors preferred at least monthly supervision. In the 
present study sUghtiy more than a thfrd of the supervised guidance officers 
received supervision every month or more frequentiy. However, over half of 
the participants of the present study also perceived that the amount of 
time spent in cUnical supervision was inadequate. Therefore, in Ught of the 
findings of the previous study and the present study, much more time 
needs to be aUocated to clinical supervision. 
Format of supervision. Individual supervision was provided by most 
of the senior guidance officers, yet fewer than half of the guidance officers 
perceived that they participate in individual supervision. Individual 
325 
supervision was the most common type of supervision received by school 
counseUors in previous studies (Borders 86 Usher, 1992; Roberts 85 
Borders, 1994). However, whUe there was evidence that seruor guidance 
officers and guidance officers met, there was less evidence that those 
meetings constituted cUnical supervision. For example, these meetings 
were variously described as "chats", "Uaisons", and "courtesy caUs". Many 
of these meetings consisted of information updates, and some could be 
more appropriately termed administrative supervision. However, guidance 
officers generaUy felt supported by these visits regardless of content 
because of thefr professional isolation. Several guidance officers indicated 
that they could discuss difficult cases with thefr seruor guidance officer if 
they felt the need. 
Group supervision was experienced by fewer than half of the 
guidance officers, a finding that is in keeping with a previous study 
(Borders 86 Usher, 1992). Again senior guidance officers perceived that this 
supervision format occurred more frequentiy than guidance officers. As 
discussed previously there was evidence of groups arranging to meet 
regularly, and then finding that some members didn't attend, and some 
groups lapsed during busy periods. This again raised the dUemma faced by 
guidance officers in meeting thefr own supervision needs when the needs of 
a school or a cUent were urgent. In general, the needs of others were 
prioritised over thefr own needs (Mara, 1991). 
The findings indicated that group meetings generaUy did not 
constitute a supervision group. For example, suggestions regarding the 
facUitation of supervision groups (Sansbury, 1982; Taibbi, 1995) were not 
evident. Many of these meetings were used for information dissemination 
and updates on Departmental procedures and poUcy. However, there were 
some supervision groups in operation where cases were presented and 
discussed. There was also evidence of some peer supervision, particularly 
in schools with two guidance officers. However, this was practised by fewer 
than half of the participants. In general, where guidance officers were given 
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an opporturUty to meet with thefr peers they felt supported even though 
cUnical supervision was not conducted. 
Scheduled time for supervision, whether group or individual, was 
frequentiy taken up by administrative matters. However, it is questionable 
whether the examples provided constitute admirUstrative supervision. For 
example, administrative supervision is defined as "those supervisory 
activities that increase the efficiency of the deUvery of counseling services" 
(ACES Supervision Interest Group, 1995, p. 270), yet many of the examples 
were updates on changes within the Department. Some activities however, 
such as record keeping and the storage of cUent fUes were discussed and 
would contribute to the efficiency of the service. It seemed that the 
fragmentation and professional isolation of guidance officers, in addition to 
the imminence of the 1997 restructuring and concems about the future of 
guidance in the Department, mitigated against clinical supervision 
occurring at meetings of guidance officers. Thefr more pressing need was to 
catch up on information about the current orgarUsational change. 
Techniques of supervision. Other than informal chats with peers, 
case discussion was the next most frequentiy used technique with most of 
the senior guidance officers and over half of the guidance officers 
participating. Some also participated in Uve supervision. Few reported 
using videotape or audiotape presentations. WhUe one participant nUssed 
the opportunity to present thefr counselling on videotape, others suggested 
that it was threatening and "no-one reaUy wants to do that." Littie 
information was provided on how case discussions or Uve supervision were 
conducted. However, the findings indicate that most case discussions were 
on the basis of seff report. ReUance on seff reports and Uttie use of other 
techniques is consistent with the fmdings of previous studies (Borders 86 
Usher, 1992; Roberts 86 Borders, 1994). Concems expressed that seff 
reports may provide unreUable accounts of counselling sessions (Bemard 86 
Goodyear, 1992; Borders 85 Leddick, 1987; Borders 86 Usher, 1992; 
Feltham 86 Dryden, 1991) are also relevant in the present study. OrUy a few 
participants indicated that they used other technology, for example 
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teleconferencing. However, this technique may provide greater opporturUty 
in the future. 
Summary of the Conduct of CUnical Supervision 
As previously discussed, there was a lack of understanding about 
supervision. In addition, there was also a lack of understanding about how 
to conduct clirUcal supervision. For example, there was Uttie evidence of 
contracting, structure, goal setting, and evaluation, and a limited range of 
formats and techniques were also used. There was evidence that the most 
frequentiy used form of supervision, that of informal supervision, is more 
Ukely to constitute peer support or peer consultation rather than cUnical 
supervision. The informal network met the participants' support needs 
more than the formal network. However, it is questionable whether the 
nature of the informal support constitutes accountable supervision. 
Precedence was frequentiy given to activities other than supervision, even 
when supervision time was scheduled, which iUustrated the dUemma 
guidance personnel often faced in attempting to meet thefr own needs. In 
addition, supervision time was often subsumed by administrative matters, 
which generaUy feU short of constituting administrative supervision. Thus 
the overwhelming perception was that the participants' experience of 
clinical supervision was less than adequate. 
The Supervisory Context 
As previously discussed, guidance personnel represent a minority 
group in the Department of Education where many of thefr managers, for 
example principals and school support centre coordinators, have 
"curriculum backgrounds" and are "not comfortable with guidance and 
counselling." UnUke in previous studies (Roberts 86 Borders, 1994; Schmidt 
86 Barret, 1983), these managers do not have responsibiUty for clinical 
supervision. However, thefr lack of background in counseUing is an 
organisational barrier to cUnical supervision in the present study as it was 
in previous studies due to thefr lack of understanding about the needs of 
professional counseUors. There was a prevailing perception in the present 
study that guidance personnel were a smaU group whose role and needs 
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were poorly understood by others in the Department, summed up by one 
participant as "nobody seems to know what the heU happens in guidance 
and counselUng." In particular, participants cited examples of school 
support centre coordinators, principals, and regional management 
personnel who did not adequately understand thefr role. Jus t as Paisley 
and Borders speculate that cUrUcal supervision is "not a high priority for 
administrators" (p. 153) in school settings, so too is there reason to 
speculate about this in the present study. 
There was a prevailing perception that counseUing was 
misunderstood, and therefore over-simpUfied by other Department 
personnel with no training in counseUing who claimed to counsel. Some 
participants had also perceived that counselling was less valued than 
teaching because guidance officers did not spend thefr days with classes. 
Related to the lack of understanding about counselUng was a lack of 
understanding about what cUnical supervision is about and why guidance 
personnel need it. Thus a lack of understanding by others in the 
Department about guidance and counseUing and supervision could be 
regarded as an organisational constraint (Boyd 86 Walter, 1975). However, 
thefr lack of understanding could in part be attributed to the limited abiUty 
of guidance personnel to adequately articulate its importance to 
organisational management. SchrrUdt and Barret (1983) suggest that where 
guidance personnel have a Umited understanding of supervision, it is 
harder to convince admirUstrators and teachers of its worth. In addition, 
they suggest that it is necessary to educate guidance personnel and 
employers about the importance of supervision. 
Such misperceptions led to an overwhelming sense of professional 
isolation experienced by the participants. For some participants, 
professional isolation was compounded by geographic isolation. The 
decentraUsed structure of the Department since the 1993 restructuring 
has isolated individuals in this specialised area of school guidance and 
counselling from their peers, and this was a significant contributing 
factor in the isolation felt by guidance personnel. TraditionaUy, secondary 
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guidance officers have been school based and therefore more isolated than 
thefr primary or P-12 peers who were based in school support centres. 
However since the 1993 restructuring of the Department, more primary 
and P-12 guidance officers have become school based, thus increasing 
thefr sense of isolation. There was some evidence that professional 
isolation was reduced in locations where more than one guidance officer 
was based, for example schools with two guidance officers. However, in 
general guidance personnel do not have the same access to peers as 
teachers in school situations. 
The professional isolation experienced by most of the participants 
provided a possible explanation for the importance of support to guidance 
personnel. In addition, it heightened the need for the effective provision of 
supervision for aU guidance personnel. However, Paisley and Borders 
(1995) suggest that school counseUors have been frequentiy overlooked in 
educational reform, an issue evident in the present study. Therefore 
professional leadership is needed in order that the needs of this minority 
group are addressed. 
WhUe misperceptions of the guidance officer role frustrated 
participants, misunderstanding of the serUor guidance officer role posed 
even more problems. Thefr deployment was described as being "at the 
whim of poUtics and seruor bureaucrats who don't value guidance." The 
breadth of the serUor guidance officer role, and a lack of clarity in the 
Department about it meant that many serUor guidance officers were used 
to fiU other vacant positions or carry out nonguidance work to the 
exclusion of guidance work, in particular supervision. Thus serUor 
guidance officers were used to "pick up aU the odds and sods around the 
place", or to get "hand me downs from managers." For example, some 
serUor guidance officers were used fri fuU tune guidance positions which 
precluded them from conducting supervision, some were used to fiU 
vacancies in support centres and regional offices which reduced thefr 
contact time with guidance officers, and some were provided with time 
consuming nonguidance duties. Some senior guidance officers beUeved 
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this was because they were seen as being part of management. This may 
reflect a lack of understanding of the senior guidance officer role and the 
importance of cUrUcal supervision, to the point where the serUor guidance 
officer role may be seen as not a priority or dispensable. 
Guidance officers were aware of how busy seruor guidance officers 
are, and the demands on thefr time. As a result, some guidance officers 
were reluctant to consult thefr senior guidance officers for supervision 
because of this. These findings reflect Boyd's (1978) suggestion that when 
supervision is not viewed as a discrete function, but rather as one function 
of many, it can "lose properties which make it worthwhUe" (p. 211). In 
addition, he claims that aUotment of time for supervision is critical. It is 
evident that regional, school support centre, and school personnel did not 
provide conditions which were faciUtative of the conduct of supervision. In 
addition, thefr deployment and expectations of serUor guidance officers and 
guidance officers actively obstructed the conduct of clirUcal supervision. 
There was a strong perception that there was no-one to advocate on 
behalf of guidance personnel or thefr supervision needs which were not 
seen as a priority by administrators (Paisley 86 Borders, 1995). There was 
no perceived unfformily of supervision practice within or across regions. 
WhUe the Department could argue that under its poUcy of devolution lack 
of unfformity was appropriate to cater for different needs in different 
regions, this was clearly not the case. There was Uttie evidence of 
supervision being perceived as adequate by participants, and less evidence 
that they understand how to effectively conduct clirUcal supervision. 
WhUe participants were prepared to advocate for themselves, they 
felt the low level of thefr positions in the Department hierarchy gave them 
Uttie bargaining power. However, the advocacy of many would be severely 
hampered by a lack of understanding about supervision. In addition, in 
some regions, particularly remote regions, advocacy by guidance personnel 
and thefr potential to develop regional supervision poUcies were hampered 
by small numbers of guidance personnel who rarely met. Thus advocacy 
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and the development of supervision poUcy was usuaUy a piecemeal 
approach within regions, some of which was successful and some of which 
was not. Many beUeved that the Departmental poUcy of devolving 
responsibUity for supervision to regions had not worked, and that there 
was a need for the Department to develop a comprehensive state wide 
policy on supervision. 
However, despite their perceptions of a lack of attention to thefr own 
support needs, the participants also discussed the situation of other 
employees in the system. They were critical of the lack of support and 
supervision for others in the system, including school principals and 
teachers. Guidance personnel provided support for others in the system at 
times, although their own supervision needs were not being met. This is 
evidence of Mara's (1991) observation that school counseUors focus more 
on the needs of others than thefr own, and a reason why in some cases the 
participants' own support needs were not met. 
The previous discussion is evidence of the low morale of guidance 
personnel. Their perceptions that guidance was not valued in the system, 
concems that "cheaper alternatives" could be employed, professional 
isolation, and a lack of advocacy for guidance combined to produce serious 
concems about the future of guidance in the Department. Spicuzza and De 
Voe (1982) suggest that such a lack of understanding about how they fit 
into "the master plan of thefr agency" (p. 96) is a stressor which 
exacerbates the isolation felt by workers. 
Thus, in light of the discussion on stress and bumout among 
counseUors presented in chapter 2, the situation of guidance personnel is 
of serious concem. Ffrst, there is clear evidence of the presence of many 
stressors resulting from the "organisational design" (Chemiss, 1980, p. 22) 
of the Department. Stress inducing factors include the low status level of 
guidance positions in the organisational hierarchy (Edelwich 86 Brodsky, 
1980), organisational change, management attitudes, and insufficient 
debriefing and supervision from supervisors (Chinnery et al., 1995), and a 
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lack of clarity about the place or future (Spicuzza 86 De Voe, 1982) of 
guidance in Education Queensland. Second, factors which can rrUtigate 
against stress and bumout , specfficaUy support of coUeagues at work, 
regular group meetings with coUeagues (Chinnery et al., 1995), and 
supportive supervision (Chemiss, 1980) are lackfrig. Guidance personnel 
themselves orgaiuse informal support for themselves. However, the 
organisation itseff provides Uttie support. A previous study (Chirmery et al., 
1995) found that the support of coUeagues at work and regular group 
meetings with coUeagues were the most valued orgarUsational coping 
strategies. However, most guidance personnel work in isolation, and there 
is evidence in the present study that thefr capacity to meet has been 
severely curtaUed since the 1993 restructuring, and some are prevented 
from meeting. 
Professional Leadership 
Clearly evident in the discussion throughout this chapter has been 
the lack of and the need for professional leadership for guidance personnel 
in relation to cUnical supervision. The current situation is in dfrect contrast 
to the situation prior to the 1993 restructuring of the Department where a 
framework for the implementation of supervision had been developed 
(McCowan, 1989). WhUe the Department has devolved responsibUity for 
implementation of poUcy to the regions, it seems that this poUcy does not 
work for a minority group such as guidance on a speciaUsed issue such as 
cUnical supervision. The orgarUsational factors which have hampered 
regional leadership efforts and mitigated against the needs of guidance 
personnel being met in the devolved structure include 
• smaU numbers of guidance personnel within the Department and 
within regions, 
• the low level of guidance positions in the organisational management 
structure of the Department, 
• Umited experience of guidance personnel in developing poUcy, 
• Umited experience of guidance personnel in supervision and training, 
• a lack of understanding of others in the Department about the needs of 
guidance personnel, 
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• no advocacy for guidance or supervision from serUor management 
levels, and 
• the needs of larger groups being more pressing than the needs of a 
minority group. 
These mitigating factors are evidence that school counseUors have 
Uttie control over thefr work and the development of thefr profession 
(Paisley 86 Borders, 1995). Thus the situation of the guidance persormel fri 
the current study is as "fridefensible" as that reported by Barret and 
Schmidt (1986) where school counseUors find themselves "without the 
support of regular supervision by a quaUfied professional" (p. 6). There is 
no evidence currentiy of any sigrUficant professional leadership in regard to 
supervision. However, the need for professional leadership is clear. 
Professional leadership has been advocated by other authors 
(Barletta, 1996; Boyd, 1978; Henderson 85 Lampe, 1992). Barletta suggests 
that the implementation of effective cUrucal supervision does not happen by 
chance, and that it requfres the coUaboration of counseUors, supervisors, 
and administrators. Further professional associations, counseUor 
education programs, and the emplo3dng authority may also have a role to 
play Ui professional leadership (Barret 86 Schmidt, 1986; Roberts 86 
Borders, 1994). Therefore the Department of Education and the 
Queensland Guidance and CounselUng Association Inc. could both have a 
role to play in professional leadership. However, in the absence of 
professional leadership in relation to supervision from the employing 
authority since the 1993 restructuring, it is Ukely that the professional 
association may have to assume a greater role. 
As evidenced by previous authors (Boyd, 1978; Henderson 86 Lampe, 
1992), the professional leadership requfred to implement effective 
supervision programs is multifaceted. Professional leadership wUl requfre 
attention to 
• the supervision training needs of guidance personnel (Henderson 86 
Lampe, 1992), 
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• the education of administrators about cUrUcal supervision (Boyd, 1978), 
• laying the groundwork (Boyd, 1978), 
• identifying the supervisors (Boyd, 1978), 
• written programs cooperatively developed between supervisors, 
counseUors, and administrative superiors (Boyd, 1978), 
• the provision of time (Boyd, 1978), 
• valuing supervision as a discrete function (Boyd, 1978), 
• the consideration of a range of supervision options (Barret 85 Schmidt, 
1986; Borders 86 Usher, 1992; Roberts 86 Borders, 1994; Schmidt 86 
Barret, 1983; Sutton 86 Page, 1994), and 
• supervision guidelines included in the professional Code of Ethics of the 
Queensland Guidance and Counselling Association Inc. 
Clearly, since the 1993 restructuring of the Department of 
Education, no comprehensive groundwork has been done to enable 
effective supervision programs to operate. WhUe it is desfrable that 
supervision has been included in the position descriptions for guidance 
personnel, it is also clear that the implementation of supervision requfres 
much more than goodwiU. Enabling mechanisms need to be put in place 
to ensure that Department policy is in fact carried out. The lack of 
professional leadership over a prolonged period of time has eroded the 
morale of guidance personnel, a situation which Boyd and Walter (1975) 
liken to that of a cactus receiving Uttie nutrition from its envfronment. It is 
timely and appropriate that professional leadership in relation to clinical 
supervision is resumed. 
Part 3 - Between Group Differences 
Analysis was conducted to determine differences between supervised 
guidance officers and unsupervised guidance officers, supervised guidance 
officers and senior guidance officers, primary, secondary, and P-12 
guidance officers, length of experience, and males and females. Few 
signfficant differences were found. These wiU now be discussed. 
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Differences Between SerUor Guidance Officers 
and Supervised Guidance Officers 
Several sigrUficant differences were found between seruor guidance 
officers and supervised guidance officers. In general differences related to 
the format of clinical supervision, ethical considerations, and the 
supervisory relationship. Each of these wUl be discussed separately, 
foUowed by a discussion of the overaU pattern of the differences. 
The Format of Clinical Supervision 
Senior guidance officers generaUy perceived that they provide 
individual supervision, Uve supervision, group supervision, and case 
discussion occur more frequentiy than guidance officers perceive they 
participate in them. This may be because serUor guidance officers feel that 
they should be providing these types of supervision and therefore indicated 
it. Alternatively, serUor guidance officers could provide each of these types 
of supervision to some guidance officers but not to every guidance officer 
and therefore rated these items more highly than guidance officers. 
Ethical Considerations 
In relation to ethical considerations, senior guidance officers tended 
to rate more highly than guidance officers items related to structure, 
evaluation, and goal setting. In regard to structure, serUor guidance officers 
perceived more frequentiy than guidance officers that supervision has a set 
structure determined by the guidance officer and agreed to by the serUor 
guidance officer. Senior guidance officers perceived that goals emerge 
throughout the supervision session, and that they are determined by 
guidance officers or guidance officers fri coUaboration with thefr seruor 
guidance officer. Evaluation was perceived to occur on a regular basis by 
senior guidance officers more frequentiy than guidance officers perceived. 
In addition, serUor guidance officers perceived that they evaluate 
supervision themselves and coUaboratively with guidance officers more 
frequentiy than guidance officers perceived. 
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A pattern that emerged in these findings was that serUor guidance 
officers perceived more frequentiy than guidance officers that the 
negotiation of these processes was a coUaborative process between them 
and the guidance officers. This may be because serUor guidance officers 
perceive that this is desfrable practice and therefore rated those items more 
highly. In addition, it may be that seruor guidance officers participate in 
these processes with some but not all of thefr supervisees. 
The Supervisory Role 
SerUor guidance officers indicated less frequentiy than guidance 
officers that they would prefer to play the role of expert. It may be that 
senior guidance officers perceive this role is incompatible with strong 
preferences indicated by both guidance officers and senior guidance 
officers for coUegial supervisory relationships. Alternatively it may be that 
guidance officers perceive that the role of expert is appropriate for providing 
them with new ideas and strategies, and therefore rated it more highly. 
OveraU Pattern of Differences 
WhUe these findings are interesting individuaUy, they also present 
an interesting pattern. In particular, there was a tendency for senior 
guidance officers to perceive practices to be occurring more frequentiy than 
guidance officers. SimUar situations where supervisors have tended to over 
report have been discussed in previous studies (Lanning 86 Freeman, 1994; 
Poertner 86 Rapp, 1983). For example, Poertner and Rapp found that 
supervisors generaUy reported more supervisory tasks being done than 
workers perceived being done, possibly because there was an expectation 
that they do all tasks. Lanning and Freeman (1994) found that on the 
Supervisor Seff Emphasis Rating Form supervisors tended to inflate seff 
ratings in "a form of leniency error sfrnUar to the halo effect" (p. 294). Thus 
because aU items on the Supervisor Seff Emphasis Rating Form 
represented effective supervisor behaviour, supervisors generaUy indicated 
that they highly emphasise every item. 
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SfrnUar reasons for this pattern could be suggested in the present 
study. For example, supervisors may have perceived most of the items as 
desfrable and rated them more highly. Alternatively, they may have 
perceived the role of expert as undesfrable, and rated it less. Another 
possibiUty fri the present study is related to the number of guidance 
officers supervised by each senior guidance officer. In rating each item, 
serUor guidance officers may have recorded an 'average' between thefr 
supervisees, or rated items more highly even ff it did not apply to aU of their 
supervisees. 
Dffferences Between Supervised and Unsupervised Guidance Officers 
The only signfficant difference found between supervised and 
unsupervised guidance officers was that a greater percentage of supervised 
guidance officers had received training in supervision than those who did 
not receive clirUcal supervision. The coroUary of this is that most of the 
guidance officers who indicated that they had received training in clinical 
supervision also participated in supervision. In addition, guidance officers 
perceived that better understanding of supervision brought about by 
training would reduce resistance to supervision of some of thefr peers. 
WhUe no previous studies have been done in this area, this finding 
is consistent with a previous study of counseUor trainees which found that 
role induction, and thereby increased understanding about supervision, 
enhanced the supervision process (Bahrick et al., 1991). A previous study 
has also found that counseUors who receive supervision more frequentiy 
are more likely to want more frequent supervision (Borders 86 Usher, 1992). 
Therefore the present study also suggests that participation in supervision 
is enhanced by greater understanding of the supervision process. 
This ffriding is of particular interest given that much of the Uterature 
on supervision training focuses on the training of supervisors. It is also of 
interest given that the guidance officers, supervisees, in the current study 
perceived that the amount of supervision training they had received was 
inadequate. They also suggested that better understanding of supervision 
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may reduce resistance to supervision by thefr peers. Therefore this study 
indicates that the participants want a better understanding of supervision. 
In addition, it indicates that guidance officers perceive that better 
understanding about supervision leads to more effective supervision, and 
that greater understanding can be brought about by supervision training. 
Differences Between Male and Female Supervised Guidance Officers 
Three signfficant differences were found between male and female 
supervised guidance officers. In particular, 
• males more frequentiy participate in case discussion with thefr seruor 
guidance officer, 
• males have a preference for the senior guidance officer to more 
frequentiy play the role of friend, and 
• males less frequentiy organise supervision with private providers than 
females. 
The ffrst two findings are interesting given that more serUor guidance 
officers are male than female. Therefore, male guidance officers are likely to 
have a male supervisor. In a previous study, Worthington and Stem (1985) 
found that supervisees had closer relationships with same gender 
supervisors. Therefore the male guidance officer preference for the role of 
friend may be related to the number of serUor guidance officers who are 
male. This finding could also be related to stereotypical AustraUan 
mateship. In perceiving a close relationship with thefr supervisor, male 
guidance officers may be more Ukely to discuss cases with thefr serUor 
guidance officer. Given that male guidance officers more frequentiy 
participate in case discussion with thefr supervisors, they may have less 
need to obtain supervision with private providers than female guidance 
officers. However, the thfrd sigrUficant difference found also raises 
questions about men in the AustraUan culture where they are 
stereotypicaUy portrayed as less Ukely to talk about thefr problems. 
WhUe there has been Uttie consistency in previous findings on 
gender and supervision, the findings suggest that gender differences do 
occur. However, Nelson and HoUoway (1990) suggest that gender 
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differences are subtie and complex. Therefore the present study has also 
drawn attention to the presence of gender differences in supervision. This 
confirms the need for supervisors to morutor the dynamics of gender 
differences in thefr supervision. 
Differences Between Primary and Secondary Guidance Officers 
The orUy difference between primary and secondary guidance 
officers was that a greater percentage of primary guidance officers than 
secondary guidance officers was supervised. Previous studies (Roberts 85 
Borders, 1994; Sutton 85 Page, 1994) have reported simUar findings. In the 
present study, this may be because most secondary guidance officers were 
school based, whereas many primary guidance officers were stiU based in 
school support centres at the time of the study. Therefore, primary 
guidance officers were likely to have contact with serUor guidance officers 
who are also based in school support centres. 
Part 4 - Summary, Recommendations, and Limitations 
Part 4 wiU present a summary of the findings previously discussed. 
In particular, substantive, theoretical, and methodological findings wiU be 
discussed. In addition, the limitations of the study and recommendations 
for the profession and for future research wiU be presented. 
Summary of Substantive Findings 
As evidenced in the previous discussion, many of the findings of the 
present study concur with findings of previous studies. The substantive 
findings relate to both conceptuaUsations about supervision and the 
conduct of supervision. ConceptuaUsations wUl be discussed ffrst foUowed 
by the conduct of clinical supervision. 
ConceptuaUsations of Clinical Supervision 
Substantive findings related to conceptuaUsations of cUnical 
supervision include 
• supervision for aU counseUors, 
• reasons for supervision, 
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• counseUor development, 
• induction of new counseUors, and 
• supervision training. 
Supervision for aU. It is widely accepted that aU counseUors need to 
participate in regular clinical supervision (Dryden, 1993; Richardson 86 
Bradley, 1984 ). This is reflected in the ethical guidelines of the 
professional association representing the participants of the present study 
(Queensland Guidance and CounseUing Association Inc., 1994). In addition 
it is included in the position descriptions of guidance officers (Department 
of Education, 1993a, 1993b, 1995). The participants fri the present study 
also accepted that they should participate in regular supervision. For 
example, most indicated that the amount of time that they spend in 
supervision is inadequate. Therefore the participants demonstrated 
goodwiU in relation to meeting thefr ethical responsibiUty to participate in 
clinical supervision. 
Reasons for supervision. The overwhelming reason for participating 
in supervision in this and previous studies is that school counseUors want 
support (Borders 86 Usher, 1992; Roberts 86 Borders, 1994; Shanks-Pruett, 
1991; Sutton 86 Page, 1994). In addition, guidance officers receive new 
ideas and strategies from supervision which reflects the "skUl oriented 
goals" (Borders 86 Usher, 1992, p. 596) identified by previous studies 
(Borders 85 Usher, 1992; Roberts 86 Borders, 1994; Shanks-Pmett, 1991; 
Sutton 86 Page, 1994). 
CounseUor development. In line with the inadequate provision of 
supervision, the participants of the present study provided graphic 
descriptions of the effects on them of not receivfrig supervision. Thus the 
study lends support to previous findings that counseUor development 
occurs as a result of supervised rather than unsupervised practice (WUey 86 
Ray, 1986). WhUe the present study did not find developmental dffferences 
based on length of experience as a guidance officer, it did fmd evidence of a 
lack of development through friadequate provision of supervision. 
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Induction of new school counseUors. A sigrUficant issue related to 
school counseUor development found in the present study was the 
inadequacy of the training and induction of those new to the profession. 
Matthes (1992) previously described the induction of new school 
counseUors as a "sink or swim approach" (p. 248), and there is reason to 
assume in the present study that this description aptiy describes the 
induction of new guidance officers. 
Supervision training. That supervisors have received Uttie ff any 
training in supervision is a barrier to the implementation of effective 
programs of clirUcal supervision (Henderson & Lampe, 1991; WUson 86 
Remley, 1987). Indeed this was the case with the present study. A lack of 
understanding about what constitutes clinical supervision, in addition to a 
lack of knowledge about how to conduct supervision, hampered the 
provision of cUrUcal supervision in the present study. 
The Conduct of Clinical Supervision 
Substantive findings related to the conduct of clirUcal supervision include 
• the supervisory relationship, 
• the provision of supervision, 
• format and techniques of cUnical supervision, 
• the irffiuence of the supervisory context, and 
• the lack of professional leadership. 
The supervisory relationship. The participants of this study, as in 
previous studies, preferred a coUegial supervisory relationship (Usher 86 
Borders, 1993). However, previous studies have also found that school 
counseUors had a preference for a task oriented approach with a focus on 
skUls and techniques (Usher 86 Borders, 1993). A simUar situation was 
evident in the present study, where guidance officers wanted support and 
new ideas and strategies from thefr supervisors. 
Provision of supervision. WhUe the participants demonstrated 
goodwUl toward participating in supervision, most perceived that the 
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amount of time spent in clinical supervision was inadequate. This finding 
concurs with previous studies (Borders 8B Usher, 1992; Roberts & Borders, 
1994; Shanks-Pmett, 1991; Sutton 8B Page, 1994) which found that 
supervision was in short supply for school counsellors. The study also 
found that a greater percentage of primary guidance officers participate in 
supervision than secondary guidance officers, a finding which concurs with 
previous studies (Robert 8B Borders, 1994; Sutton 8B Page, 1994). 
Format and techniques of clinical supervision. SimUarities between 
the present study and previous studies was also found in the nature of 
supervision. For example, individual supervision is the most common type 
of supervision, and the most common technique is self reporting. In 
addition, there is Uttie use of Uve supervision or audio or video tapes 
(Borders 8B Usher, 1992; Roberts 8B Borders, 1994). 
The influence of context. Boyd and Walter (1975) suggested that the 
school envfronment may be an inhibiting factor in professional practice. 
For example, a lack of supervision training, deplojrment of guidance 
personnel, and release time for supervision (Sutton 8B Page, 1994) are aU 
cited as contextual constraints. SimUarly, in the present study, 
participants perceived that they had received inadequate training in clinical 
supervision. In addition, the deployment of senior guidance officers by 
school support centre coordinators actively obstructed the provision of 
cUnical supervision, as many seruor guidance officers devoted much of 
thefr time to nonguidance activities such as supervision. Some guidance 
officers had experienced not being released for supervision. However, many 
others found thefr release time curtaUed by urgent situations in thefr 
schools which took precedence over cUnical supervision. 
Of particular concem in the current study, are the findings related 
to the support needs of the participants. In particular, the present study 
has identffied professional isolation as an area of concem and considerable 
stress, and the friadequacy of a devolved s tmcture to cater adequately for 
the needs of this minority group of speciaUsed employees. The study has 
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identffied the presence of a number of orgarUsational stressors, and the 
absence of factors which can mitigate against stress and bumout 
(Chemiss, 1980), the combination of which has resulted in low morale 
among guidance personnel, and concem about the future of thefr 
profession. 
l l i e lack of professional leadership. Previous authors have discussed 
the lack of professional leadership where the profession has chosen not to 
respond to the supervision needs of school counseUors (Barret 8B Schmidt, 
1986; Sutton 8B Page, 1994). They are critical of the fact that despite 
knowing for over twenty years the situation of school counseUors in 
relation to supervision, Uttie has been done. However, there is evidence 
that where professional leadership occurs, effective programs of 
supervision can be organised (Henderson 8B Lampe, 1991). Such leadership 
involves consultation between professional associations, employing bodies, 
supervisors, administrators, and school counseUors. Given that this is the 
ffrst finding of its type in Queensland, it is hoped that guidance officers wiU 
not have to wait for over twenty years for professional leadership on the 
issue of cUnical supervision. This point wUl be expanded in the discussion 
on recommendations. 
Summary of Theoretical Findings 
The present study represents the ffrst where the perceptions of 
school counseUors have been compared with those of thefr supervisors. 
Several theoretical findings wiU be discussed. SpecfficaUy, guidance 
personnel's understanding of cUnical supervision, stages of counseUor 
development, the link between supervision training and participation in 
supervision, the desfre of supervisees to be trained in supervision, and the 
importance of the informal peer network wUl be discussed. 
Understanding of CUnical Supervision 
The study revealed that the participants had a limited 
understanding about supervision at both a conceptual level and a practical 
level. SpecfficaUy, they generaUy did not have a comprehensive 
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understanding about supervision or how to conduct it. Therefore it is 
unlikely that they could effectively advocate for thefr supervisory needs 
with administrators (Proctor, 1994), develop regional poUcy on supervision, 
or implement adequate supervision practices. This lack of understanding 
amounted to a fundamental ingredient of adequate supervision being 
missing. No previous study has investigated how weU clirUcal supervision is 
understood by school counseUors or thefr supervisors. 
Stages of CounseUor Development 
WhUe previous studies have documented the lack of supervision 
provided for school counseUors (Borders 8B Usher, 1992; Roberts 8B 
Borders, 1994; Shanks-Pmett, 1991; Sutton 8B Page, 1994), this is the first 
to relate the effects of a lack of supervision to a stage of development. In 
particular, the participants' descriptions of working without supervision 
closely paraUel LoganbUl et al.'s (1982) description of the stage of 
stagnation. This finding is of concem given Cmtchfield and Borders' (1997) 
claims of "dfre consequences" (p. 228) for the counselling effectiveness of 
unsupervised school counseUors. 
The Link Between Supervision Training and Participation in Supervision 
The finding of a Unk between participating in supervision and having 
received training in supervision is important, particularly in Ught of the 
previous discussion. Much attention in the Uterature has focused on the 
need to train supervisors. However this finding indicates that those 
supervisees who have received training in supervision are more Ukely to be 
supervised. Thus a greater understanding of supervision brought about by 
training promotes participation in supervision. A previous study where 
training was provided for counseUor trainees found that a greater 
understanding of supervision enhanced the supervision process (Bahrick et 
al., 1991). In addition. Borders and Usher (1992) also found that 
counseUors who participated in supervision more frequentiy were more 
likely to want supervision which also indicated that where the benefits of 
supervision are better understood, counseUors are more wUUng to 
participate. 
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Supervision Training for Supervisees 
As previously discussed, much of the Uterature on supervision 
training has previously focused on the need for supervisors to be trained in 
clinical supervision. However, the present study found that guidance 
officers, supervisees, wanted training. In addition, they perceived that the 
amount of training they had received in cUrucal supervision was 
inadequate. In general, they perceived that they would be better able to 
participate in the supervisory process if they understood it better. Bahrick 
et al. (1991) have previously demonstrated the effectiveness to the 
supervision process of providing supervision training to counseUor 
trainees. RusseU et al. (1984) claim that supervision training should 
become a core component of counseUor training, suggesting that a better 
knowledge of supervision provides a better understanding of the 
supervisory process. This suggestion is clearly what was being indicated by 
the participants of the present study. In addition, the participants beUeved 
that supervision training and a better understanding of supervision may 
reduce the resistance to supervision of some of thefr peers. 
The Informal Peer Support Network 
This study is also the ffrst to demonstrate the extent and importance 
of the informal peer support network to school counseUors. This finding is 
signfficant for three reasons. Ffrst, in the absence of adequate formal 
programs of supervision, informal supervision provides a means of 
professional support for guidance officers. Second, it demonstrates a level 
of commitment to supervisory processes. Thfrd, given its prevalence, the 
informal network provides a viable alternative for the conduct of 
supervision. However, the present study indicates that the informal 
network provides peer support or peer consultation rather than peer 
supervision. Therefore training is needed to upgrade the informal network 
to the point where it provides accountable clirucal supervision practice. 
Summary of Methodological Findings 
Two measures were used in the present study, specfficaUy a survey 
questionnafre and focus group interviews conducted via teleconference 
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caUs. The study confirmed that the use of a survey questiormafre is a 
useful and appropriate means of gathering data on a phenomena about 
which Uttie is known (Fong, 1992; Heppner, KivUghan, 8B Wampold, 1992). 
The choice of focus group interviews as a means of gathering data 
was appropriate for this professionally and geographicaUy isolated minority 
group. In particular it provided a mecharusm for professional discussion on 
a topic of interest to the participants. In the absence of professional 
leadership and centraUsed poUcy on the issue of supervision, involvement 
in the interviews was valued by the participants. They seemed to appreciate 
being consulted on the topic of cUrucal supervision. In some ways 
participation in the interviews could have been described as a professional 
development activity. One of the most signfficant benefits of the focus 
group interviews was that it enabled sharing of ideas between regions, an 
infrequent occurrence since the devolution to regions. In addition, some 
participants expanded thefr professional networks to include peers they 
met through the focus group interviews. 
Further, the use of teleconference caUs to conduct the focus group 
was found to be a successful, ff expensive, way of conducting focus groups 
with geographicaUy isolated groups. The use of mini-focus groups proved 
successful as aU participants were able to have a say and remember each 
others' names. A particularly successful aspect of the caUs was the high 
quaUty of the audiotapes of the interviews provided by Telstra, the 
conference caU provider. In addition the use of the conference caU 
facffitator to contact participants was helpful. WhUe previous authors 
(Krueger, 1994; Stewart 86 Shamdasani, 1990) have suggested that the 
technology may inhibit the spontaneity of the discussion, this was not 
found to be the case in the present study. 
The findings of the present s tudy indicate that 
• the use of focus group interview technique is appropriate for use with 
groups whose work reUes on social interaction. 
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• the use of focus group interviews complements the use of survey 
questionnafres by adding a depth of understanding not possible from 
the questionnafres alone, 
• conducting focus group interviews using conference caU facUities is 
appropriate for conducting research with geographically remote 
participants, and 
• where possible, the teleconference caU facffitator be used to set up the 
caUs prior to the starting time. 
Limitations of the Study 
The limitations of the present study wiU be discussed in relation to 
generaUsabffity, the data analysis, and the cost of the teleconference caUs. 
Each wiU now be discussed. 
GeneraUsabiUty of Findings 
AU guidance officers and serUor guidance officers were invited to 
respond to the survey questionnafre. WhUe the response rate was moderate 
with over half responding, generaUsabffity across the population is 
uncertain. For example, it is not known how nonrespondents would 
compare. In the focus group interviews, a total of 51 guidance officers and 
senior guidance officers participated. These were selected randomly from 
those who completed questionnafres. However, it is unclear whether the 
findings of the focus group interviews are generaUsable across the sample 
who completed the questionnafres or across the total population. 
The Data Analysis 
AU findings in the study are based on self report. Concems have 
been raised in the literature about the reliabffity of material presented 
through seff report in supervision (Borders 86 Leddick, 1987; Feltham 86 
Dryden, 1991). 
The small number of senior guidance officers participating in the 
study precluded more comprehensive statistical comparison with 
guidance officers. 
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A limitation of the cut and paste approach (see chapter 6) of 
analysing the focus group data is the potential bias and subjectivity of 
relying on the judgement of one analyst, who develops the categories, 
chooses the representative statements, and interprets the data. However, 
triangulation with some of the data from the survey questionnafre helped 
to alleviate this potential problem. 
The Cost of the Teleconference Calls 
WhUe the use of the teleconference caUs proved a highly successful 
method of conducting the focus group interviews in the present study, 
the cost of the calls precluded more interviews being conducted. 
Therefore the number of participants in the interviews was limited. In 
addition, because of the technology, it was not possible to include 
additional participants if someone dropped out late. Therefore, not all 
interviews consisted of four participants even though this was intended 
by the researcher. 
Recommendations 
The findings of the present study have simUarities to studies 
conducted previously in the North American context. However, this is the 
first study of its type in the Queensland and AustraUan context. 
Significantiy what is evident from the previous studies is that the 
situation of school counseUors has been slow to change. Thus, over 
twenty years since the ffrst such report (Boyd 86 Walter, 1975) of 
inadequate clinical supervision of school counseUors, this remains the 
case (Roberts 86 Borders, 1994; Sutton 86 Page, 1994). Therefore school 
counsellors in the North American setting are in the unenviable situation 
of having a lack of control over thefr work and over the development of 
their profession (Paisley 86 Borders, 1995), as weU as a lack of leadership 
from their professional associations who have not responded to 
consistent findings of a lack of cUnical supervision (Sutton 86 Page, 1994). 
The present study has found that the situation of guidance 
personnel in the Queensland setting is simUar to that of thefr North 
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American counterparts. What is different however, is that this is the ffrst 
study which has demonstrated the inadequacy of cUrucal supervision in 
the Queensland context. Therefore, lessons can be learned from the 
previous studies. What is clear from the previous studies as weU as the 
present study, is that school counseUors wanting clirUcal supervision 
does not make it happen. However, when professional leadership is 
provided (Henderson 86 Lampe, 1991) effective programs of clinical 
supervision may be developed. Therefore it is imperative in the context of 
the present study that professional leadership is shown in order that 
guidance personnel receive adequate clinical supervision. 
Professional leadership may come from either the employing 
authority. Education Queensland (previously the Queensland 
Department of Education), or the Queensland Guidance and CounseUing 
Association Inc. However, given Education Queensland's commitment to 
devolution, professional leadership is unlikely, and the increasingly more 
decentralised structure may worsen the situation of guidance personnel. 
Therefore the Queensland Guidance and Counselling Association Inc. 
could be expected to assume a major role in leading the profession 
toward receiving adequate clinical supervision. However, such 
professional leadership does not absolve Education Queensland of its 
responsibUities to this minority group of employees. Therefore 
recommendations wUl be dfrected to the Queensland Guidance and 
Counselling Association Inc. and Education Queensland. In addition, 
recommendations wiU be made for the universities which conduct 
counseUor training and guidance officer trainfrig courses. 
Recommendations for the Queensland Guidance and CounseUing 
Association Inc. 
In considering recommendations for this professional association, 
it is important to acknowledge the existfrig foundations of clinical 
supervision practice, for example the extensive peer support network, the 
commitment of guidance personnel toward cUnical supervision, and the 
existing clinical supervision practices which operate. Therefore 
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professional leadership for the Association may be multifaceted. Ffrst, 
there is a need to value and strengthen the clinical supervision practices 
that afready exist. Second, there is a need to introduce enabling 
mechaiusms which promote the development and implementation of 
clinical supervision practices. Thfrd, there is a need to educate the 
employing authority about the clinical supervision needs of guidance 
personnel. Fourth, there is a need to advocate for the supervisory needs 
of guidance personnel. Fifth, there is a need to evaluate the outcomes of 
the organisational leadership provided by the Association. The 
recommendations of the present study stem out of these professional 
leadership issues and wffi be presented in five sections. 
Valuing and Strengthening Existing CUnical Supervision Practices 
The present study found that whUe the provision of clinical 
supervision is inadequate, there are some worthwhUe supervision 
practices occurring which could be identffied and promoted to others in 
the guidance profession. In addition, they provide suggestions of possible 
alternative approaches to clinical supervision which may help to meet the 
cUnical supervision needs of guidance personnel. Therefore it is 
recommended that 
• an audit of existing clinical supervision practices be conducted, and 
that they are documented and pubUcised as possible approaches, 
• supervision training be provided to enable peers to be effective 
supervisors, and 
• guidance personnel be encouraged to share supervision ideas through 
the newsletter of the Queensland Guidance and CounseUing 
Association Inc. 
Introducing Enabling Mechanisms 
It is clear from the present study that professional leadership is 
needed to guide the implementation and development of adequate 
supervision practices. The present state of cUnical supervision reported in 
this study is testament to a lack of professional leadership. In addition, 
previous studies in the North American context indicate that fmdings 
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such as those of the present study have done Uttie to increase the 
provision of clinical supervision to school counseUors. Therefore it is 
recommended that the Queensland Guidance and CounselUng 
Association Inc. estabUsh a working party consisting of executive 
members of the Association, guidance officers, and senior guidance 
officers, including those from remote areas to: 
• define acceptable clinical supervision practice, 
• identify a range of acceptable supervision practices, 
• devise and trial approaches to providing cUrUcal supervision to remote 
guidance personnel, 
• develop guidelines for the conduct of clinical supervision and provide 
copies to guidance personnel, and 
• develop and regularly update a program of supervision training and 
provide it for all guidance personnel. 
Educating the Employing Authority 
While professional leadership can be provided by the Queensland 
Guidance and CounseUing Association Inc., it is imperative that the 
employing authority. Education Queensland, is educated about the 
supervision needs of guidance personnel. This education process may 
include discussion with personnel from the central office of Education 
Queensland. However, given Education Queensland's commitment to 
devolution, management personnel from the new District Offices and 
school principals may also need to be educated. Indeed, it may be 
possible to educate principals through communication with thefr 
professional associations. Therefore it is recommended that the 
Queensland Guidance and CounseUing Association Inc. 
• establish regular communication channels with appropriate personnel 
from Education Queensland, 
• inform appropriate personnel in Education Queensland about the 
supervision needs of guidance personnel, and provide them with the 
Association's clinical supervision guidelines. 
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• estabUsh regular communication channels with the Primary Schools' 
Principals' Association and the Secondary Schools' Principals' 
Associations, and 
• friform the school prfricipals' associations about the supervision needs 
of guidance personnel, and provide them with the Association's 
clinical supervision guidelines. 
Advocacy on Guidance Issues 
In addition to developing guideUnes and providing information to 
appropriate personnel, there is a need to actively advocate for the 
guidelines to be met. A desfrable outcome of such advocacy would be 
enabling mechanisms put in place by Education Queensland in order 
that the supervision needs of guidance personnel are met. Therefore it is 
recommended that the Queensland Guidance and CounseUing 
Association Inc. 
• advocate for the supervisory needs of guidance personnel with 
appropriate personnel of the Education Queensland, 
• advocate for the support needs of guidance personnel in relation to 
the organisational stressors identified in the present study, 
• advocate for the training and induction needs of guidance officers new 
to the profession, and 
• work with appropriate personnel from Education Queensland to 
ensure that enabling mechanisms are put in place. 
Monitoring and Evaluating Professional Leadership 
Initiatives such as those outlined above have the potential to 
markedly change the levels of support and supervision provided for 
guidance personnel. However, some initiatives may be more effective than 
others. In addition, supervision needs may change over time. Without a 
mechanism for monitoring and evaluating the success of the professional 
leadership irUtiatives, responsiveness to the needs of guidance personnel 
may be reduced. In addition, regular reporting of the monitoring and 
evaluation process can be provided as feedback for guidance personnel 
which may strengthen the position of the Association with the profession. 
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The professional leadership initiatives may also raise the proffie of the 
Association by serving as an exemplar to other professional orgaiUsations 
in AustraUa and other countries. Therefore it is recommended that the 
Queensland Guidance and Counselling Association Inc. 
• devise and implement mechanisms to monitor and evaluate 
professional leadership initiatives, 
• encourage feedback from guidance personnel on the professional 
leadership initiatives of the Association, and 
• regularly report the professional leadership iiutiatives and findings of 
the monitoring and evaluation process to guidance personnel through 
appropriate forums such as the Association newsletter, Connections, 
and the Australian Journal of Guidance and Counseffing. 
Recommendations for Education Queensland 
Given the findings of the present study, it is evident that whUe the 
Queensland Guidance and Counselling Association Inc. can provide 
professional leadership related to the needs of guidance personnel and 
clinical supervision, Education Queensland has a role to play in 
implementing some of the leadership initiatives. For example, while the 
Association may recommend an amount of supervision time for guidance 
personnel, it is Education Queensland who can include it in the position 
descriptions and enable it to happen. Thus Education Queensland has a 
significant role to play in ensuring that guidance personnel receive the 
support and supervision that they need. Therefore it is recommended that 
Education Queensland 
• establish regular communication channels with the Queensland 
Guidance and CounseUing Association Inc., 
• provide a centralised mechanism to coordinate supervision practices 
for guidance officers and senior guidance officers on a state wide 
basis, 
• include the provision of supervision for senior guidance officers in 
their position description, 
• develop guidelines for the conduct of clinical supervision on the advice 
of the Queensland Guidance and Counselling Association Inc, and 
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• work with the Queensland Guidance and Counselling Association Inc. 
to improve the training and induction of those new to the profession of 
guidance and counselling in Education Queensland. 
Recommendations for the Universities 
Many of the participants in the study developed thefr 
understanding of clinical supervision from thefr experience of supervision 
during thefr training years. However, training supervision is different 
from the consultative supervision desfred by guidance personnel. In 
addition, the present study h a s shown that training in supervision 
improves guidance officers' participation in clinical supervision. A 
previous study (Bahrick et al., 1991) has shown that the effectiveness of 
supervision during training was improved when trainees were trained in 
supervision. Therefore it is recommended that the universities which 
provide training for counseUors and guidance officers 
• include supervision training in thefr programs, and 
• prepare trainees for Ufe as professional counseUors and guidance 
officers by distinguishing between training supervision and 
consultative supervision (Proctor, 1994). 
Future Research 
The findings of this s tudy indicate a need for further research on 
the clinical supervision of practising professionals, in particular that of 
school counseUors. In addition, there is also a need for further research 
on the influence of the supervisory context on the conduct of supervision. 
For example, comparative studies could be conducted on clinical 
supervision between organisational settings where counseUors constitute 
the majority of employees, and settings where counseUors represent a 
minority group as is the case with the current study. Another area in 
need of further research is supervision training, in particular how 
supervision skiUs can be learned. In addition, comparative studies could 
be done on the effectiveness of clinical supervision between groups of 
supervisees who have received training in supervision and those who 
have not. Research could also be conducted on models of supervision 
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training. A future study could investigate why fewer females become 
supervisors than males in what is a female donUnated profession. In 
addition, differences between the supervision of counseUor trainees and 
practising professionals could be investigated to identify dffferences in 
the supervisory process. MethodologicaUy, greater use could be made of 
quaUtative research methods including the use of focus group interviews. 
Conclusion 
The present study has contributed to the understanding of a 
previously underresearched group, that of practising professional 
counsellors, in particular school guidance personnel. Studies in the 
North American setting over a twenty year period have produced simUar 
findings. In addition, these studies indicate that littie has been done to 
address concems related to the supervision needs of school counsellors. 
The present study is the first study of its type in Queensland, and as 
such has described the "modest beginnings" (Boyd, 1978, p. 211) of the 
supervisory program experienced by school guidance personnel in 
Education Queensland. 
However, the findings also serve as an indication of a situation of 
concem in relation to the inadequacy of clinical supervision experienced 
by guidance personnel. Quality supervision does not happen by chance 
(Barletta, 1996; Henderson 8B Lampe, 1992). Therefore the present study 
has also highlighted the need for professional leadership on the issue of 
supervision, and the key role which can be played by the Queensland 
Guidance and Counselling Association Inc. Professional leadership is the 
key to moving cUnical supervision in Education Queensland away from its 
"modest beginnings" (Boyd, 1978, p . 211) to a program that adequately 
caters for the needs of aU guidance personnel. 
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APPENDIX 2 
Senior Guidance Officer Questionnaire 
Clinical supervision o f the counsell ing practices o f guidance officers provided 
by senior guidance officers employed by the Queens land Depar tment of Educat ion 
SENIOR G U I D A N C E OFFICER QUESTIONNAIRE 
Part I - Please indicate your response to each question by placing a tick in the appropriate box. 
1. In v^ich region do you work? 
Metropolitan East 
Northern 
Metropolitan West 
Peninsula 
Sunshine Coast 
Capricomia 
2. Gender 
male 
3. Age group 
under 25 
26-30 
31-35 
36-40 
a. 
• z 
0 3 
• 4 
• 5 
Qo 
a> 
Qi 
• 2 
Q B 
• 4 
South Coast 
North West 
Darling Downs 
South West 
Wide Bay 
female 
41-45 
46-50 
51-55 
over 55 
• 7 
G8 
• 9 
Qio 
• u 
• 2 
• 5 
• a 
• T 
• 8 
4. I have been working as a senior 
guidance officer for 
less than 1 year Qi 7-10 yrs 
1-3 yrs Q2 11+ yrs 
4-6 yrs Q3 
5. My background is predominantly 
primary Qi P12 
secondarv Q : 
6. The number of guidance officers 
I supervise is 
1-3 • > 7-10 
4-6 • : Over 10 
7. I am based in 
Brisbane City Council Area 
Urban Shire 
(eg. Redlands, Pine Rivers Shire Council areas) 
Provincial city (population of 10,000 or more) 
Town (population less than 10,000) 
8. The guidance officers I supervise 
are predominantly 
primary Qi P12 
secondary Q2 
9. The distance from my office to the 
furthest guidance officer I supervise is 
within 20 klms 
20-50 klms 
50-100 klms 
100-200 klms 
200-400 klms 
400 klms or more 
•4 
a. 
•3 
•3 
•3 
a. 
• 2 
• 3 
10. The training I have received in clinical 
supervision amounts to 
none Q i less than a month Q j 
less than a week Qz more than one month Q4 
11. The amount of training that 1 have 
received in clinical supervision is 
adequate Q1 less than adequate 
12. Most of the clinical supervision training 
I received was provided by 
Department of Education 
Queensland Guidance and Counselling Association 
A University 
Other organisation (please specify) 
I have received no training 
•2 
• , 
•2 
•3 
•4 
13. The most useful clinical supervision 
training was provided by 
Department of Education Qi 
Queensland Guidance and Counselling Association Q2 
A University Q3 
Other organisation (please specify) G4 
I have received no training Q j 
14. I have established supervision contracts 
with the guidance officers I supervise 
yes Q I no Q i 
15. Most of the clinical supervision 
1 provide occurs 
within work time Q i outside work time • : 
16. I provide clinical supervision 
• 2 
• 3 
• 4 
for guidance 
every week 
every two weeks 
every month 
everv term 
officers 
a, 
Qz 
• 3 
• 4 
every semester 
once a year 
never 
• 5 
06 
• 7 
17. Most clinical supervision sessions 
I conduct with GOs last 
less than 60 mins • t more than 2 hours Qs 
60 mins - 2 hours • : 
18. The amount of clinical supervision 
time I provide for GOs is 
very adequate Q i less than adequate Q3 
adequate Q : 
Part 2 - Please circle the appropriate number for each altemative ofthe following statements. Do not leave out
altematives and do not circle between the numbers. The numbers indicate the following meaniogs.
19. The type of clinical supervision 23. The role I play in clinical
in which I provide includes supervision is that of
individual supervision of GOs 2 3 4 trusted colleague 2 3 4
live supervision of GOs 2 3 4 teacher 2 3 4
case discussion with GOs 2 3 4 experienced counsellor 2 3 4
group supervision 1 2 3 4 friend 1 2 3 4
peer supervision 2 3 4 evaluator 2 3 4
informal chats 2 3 4 consultant I 2 3 4
audiotape case presentation I 2 3 4 expert I 2 3 4
videotape case presentation 2 3 4 mentor 2 3 4
other (please specify) 2 3 4
24. The role I prefer to play in
clinical supervision is that of
20. What I provide in clinical trusted coHeague 1 2 3 4
supervision is
teacher 1 2 3 4
new ideas and strategies I 2 3 4
experienced counsellor 2 3 4
support 2 3 4
friend 2 3 4
personal growth by identifying
evaluator 2 3 4GO's issues 2 3 4
debriefing 2 3 4 consultant 2 3 4
feedback on GO's work 2 3 4 expert 2 3 4
other (please specify) 2 3 4 mentor 2 3 4
21. The structure of my clinical
25. The clinical supervision that
I provide is evaluated
supervision sessions has on a regular basis 2 3 4
a set format 2 3 4
as the need arises 2 3 4
no format 2 3 4
by the GO 2 3 4
a format set by me 2 3 4
byrne 2 3 4
a format set by the GO 2 3 4
by the GO and I together 1 2 3 4
a format agreed to by both
the GO and me 2 3 4
26. I organise clinical supervision
22. The goals of my clinical for myself outside the
supervision are Department of Education
detennined by me 1 2 3 4 on a regular basis 1 2 3 4
detennined by the GO 1 2 3 4 as the need arises 2 3 4
determined by both the GO
and I together 2 3 4 27. I receive clinical supervision
not determined 2 3 4 within the Department
of Education
emerge throughout the on a regular basis 2 3 4
supervisory session 2 3 4
as the need arises 2 3 4
THANK YOU FOR TAKING THE TIME TO COMPLETE THIS QUESTIONNAIRE
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Clinical supervision of the counselling practices of guidance officers provided 
by senior guidance officers employed by the Queensland Department of Education 
GUIDANCE OFFICER QUESTIONNAIRE 
Part 1 - Please indicate your response to each question by placing a tick in the appropriate box. 
1. In which region do you work? 
Metropolitan East 
Northern 
Metropolitan West 
Peninsula 
Sunshine Coast 
Capricomia 
2. Gender 
male 
3. Age group 
Under 25 
26-30 
31-35 
36-40 
• > 
• 2 
• 3 
• . 
• 5 
• 6 
• 1 
• 1 
• 2 
Qs 
• 4 
South Coast 
North West 
Darling Dovms 
South West 
Wide Bay 
female 
41-45 
46-50 
51-55 
over 55 
4. I have been working as a guidance officer foi 
less than a year 
1-3 yrs 
4-6 yrs 
5. My work is pred 
primary 
secondary 
P12 
6. I work in 
1 school 
2 schools 
•, 
• 2 
Qs 
ominantly 
• . 
• 2 
7-10 yrs 
11+yrs 
-
3-5 schools 
6+ schools 
• 7 
Qg 
• 9 
Q.o 
Q M 
P 2 
Qs 
a. 
•7 
Gs 
• 4 
•5 
D. 
• 2 
• 3 
• 3 
• 4 
7. My main school is based in 
Brisbane City Council Area Qi 
Urban Shire 
(eg. Redlands, Pine Rivers Shire Council areas) Q2 
Provincial City (population of 10,000 or more) Qs 
Rural Town (population of less than 10,000) Q j 
8. The SGO who provides 
my clinical supervision is 
niale • , currently I have no SGO Gs 
female ^ 2 
9. The distance from my main school 
to the SGO who provides my 
clinical supervision is 
within 20 klms Qi 
20-50 klms • ; 
50-100 klms Q:, 
100-200 klms ^4 
200-400 klms Q? 
400 klms or more Qo 
10. The training I have received in clinical 
supervision amounts to 
none 
less than a week 
less than a month 
more than one month 
11. The amount of training that I have 
received in clinical supervision is 
adeqimte Qi less than adequate 
12. Most of the clinical supervision training 
I received was provided by 
Department of Education 
Queensland Guidance and Counselling Association 
A University' 
Other organisation (please specify) 
I have received no training 
13. The most usefiil clinical supervision 
training I received was provided by 
Department of Education 
Queensland Guidance and Counselling Association 
A University 
Other organisation (please specify) 
I have received no training 
14. A supervision contract has been 
established between my SGO and I 
yes Q1 no 
15. Most of my clinical supervision occurs 
within work time 
outside work time 
16. I participate in clinical 
supervision with my SGO 
every week G1 
every two weeks G2 
every month Qj 
every term G^ 
ever\' semester 
once a year 
never 
17. Most of the clinical supervision sessions 
I participate in with my SGO last 
less than 60 mins 
60 mins - 2 hours 
more than 2 hours 
Gi 
G2 
G3 
G4 
G^  
Gi 
G2 
G3 
G4 
Gi 
G2 
G3 
G4 
G. 
G2 
G5 
G,, 
GT 
G> 
G2 
Gr, 
18. The amount of time 1 participate in 
clinical supervision is 
very adequate Gi less than adequate G? 
adequate G2 
Part 2 - Please circle the appropriate number for each alternative of the following statements. Do not leave out 
alternatives and do not circle between the numbers. The numbers indicate the following meanings. 
19. The type of clinical supervision 23. The role my SGO plays in 
in which I participate includes supervising me is that of 
individual supervision by SGO 1 2 3 4 trusted colleague 1 2 3 4 
live supervision by SGO 2 3 4 teacher 2 3 4 
case discussion with SGO 1 2 3 4 experienced counsellor 1 2 3 4 
group supervision 1 2 3 4 friend 1 2 3 4 
peer supervisiOn 1 2 3 4 evaluator 2 3 4 
informal chats with peers 2 3 4 consultant 2 3 4 
audiotape case presentation 2 3 4 expert 2 3 4 
videotape case presentation 2 3 4 mentor 1 2 3 4 
other (please specifjr) 1 2 3 4 
24. The role I prefer my SGO to 
play in supervising me is that of 
20. What I get from clinical supervision is 
trusted colleague 2 3 4 
new ideas and strategies 1 2 3 4 teac
her 2 3 .4 
support 1 2 3 4 ex
--perienced counsellor 2 3 4 
personal growth by identifYing frie
nd 2 3 4 
my own issues 1 2 3 4 evaluator 1 2 3 4 
debriefing 2 3 4 consultant 1 2 3 4 
feedback on my work 1 2 3 4 expert 2 3 4 
other (please specifjr) 1 2 3 4 mentor 2 3 4 
25. The clinical supervision that I 
21. The structure of my clinical participate in is evaluated 
supervision sessions has 
on a regular basis 1 2 3 4 
a set format 2 3 4 
as the need arises 2 3 4 
no format 2 3 4 byrne 2 3 4 
a format set by my SGO 2 3 4 by my SGO 2 3 4 
a format set by me 2 3 4 by my SGO and I together 2 3 4 
a format agreed to by both my 
SGO and I 2 3 4 
26. In addition to the clinical supervision 
22. The goals of my clinical 
that I receive within the Department of 
supervisiOn are 
Education, I organise my own clinical 
supervision outside the Department. 
determined by my SGO 2 3 4 
on a regular basis 2 3 4 
determined by me 2 3 4 
as the need arises 2 3 4 
determined by both my 
SGO and I together 2 3 4 
not determined 2 3 4 
emerge throughout the 
supervisory session 2 3 4 
THANK YOU FOR TAKING THE TIME TO COMPLETE THIS QUESTIONN41RE 
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APPENDIX 4 
Letters of Introduction 
QUT 
Dear senior guidance officer 
My name is Maiy McMahon and I am currently enrolled in the PhD program at the Queensland 
University of Technology. 
My study aims to investigate the clinical supervision practices of Queensland Department of 
Education guidance personnel in relation to counselling provided within the Department. 
Permission to conduct the study has been granted by the Queensland Department of Education. 
Relevant documentation is enclosed for your perusal and consideration. 
You are asked to complete a short questionnaire and you may be interviewed. Please note that 
your participation in this study is overseen by ethical guidelines established by QUT. 
Participation is also voluntary, and you can withdraw from the study at any time. 
Thank you to those who have already completed a questionnaire as part of a pilot study which I 
conducted. Since then the questionnaire has been amended, and your co-operation in completing 
this questionnaire as well would be appreciated. 
Should you have any questions or concems about this study, you may contact me on (07) 3398 
5670, or the Secretaiy of the University Research Ethics Committee on (07) 3864 2902. 
Yours sincerely 
Mary McMahon 
Queensland University of Technology 
CARSELDINE CAMPUS BEAMS ROAD CARSELDINE Q 4034 AUSTRAUA PHONE (07) 3864 2111 FAX 3864 4999 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://www.qut.edu.au/ 
QUT International: Locl<ed Bag No 2 Red Hill Q 4059 Australia Phone +61 7 3864 3142 Fax +61 7 3864 3529 
auT 
Dear guidance officer 
My name is Mary McMahon and I am currently enrolled in the PhD program at the Queensland 
University of Technology. 
My study aims to investigate the clinical supervision practices of Queensland Department of 
Education guidance personnel in relation to counselling provided within the Department. 
Permission to conduct the study has been granted by the Queensland Department of Education. 
Relevant documentation is enclosed for your perusal and consideration. 
You are asked to complete a short questionnaire and you may be interviewed. Please note that 
your participation in this study is overseen by ethical guidelines established by QUT. 
Participation is also voluntary, and you can withdraw from the study at any time. 
Thank you to those who have already completed a questiormaire as part of a pilot study which I 
conducted. Since then the questionnaire has been amended, and your co-operation in completing 
this questionnaire as well would be appreciated. 
Should you have any questions or concerns about this study, you may contact me on (07) 3398 
5670, or the Secretary of the University Research Ethics Committee on (07) 3864 2902. 
Yours sincerely  
Mary McMahon 
Queensland University of Technology 
CARSELDINE CAMPUS BEAMS ROAD CARSELDINE Q 4034 AUSTRALIA PHONE (07) 3864 2111 FAX 3864 4999 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://www.qut.edu.au/ 
QUT International: Locked Bag No 2 Red Hill Q 4059 Australia Phone +61 7 3864 3142 Fax +61 7 3864 3529 
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APPENDIX 5 
Consent Form/Information Statement 
Clinical superv i s ion of c o u n s e l l i n g prac t i ces of gu idance officers provided by sen ior 
gu idance off icers in t h e Queens land Department of Educat ion 
CONSENT FORM/PARTICIPANT INFORMATION STATEMENT 
You are invited to take part in a research study being undertaken by Mary McMahon of the Queensland 
University of Technology as part of the award of PhD. 
The clinical supervision referred to in this study is that undertaken between senior guidance officers and 
guidance officers in relation to the counselling done by guidance officers within the Department of 
Education. 
You will be asked to complete a questionnaire and maybe participate in a follow-up interview. 
The aim of the questionnaire is to provide a broad overview of the clinical supervision of counselling 
practice provided by senior guidance officers for guidance officers employed by the Queensland 
Department of Education. 
The questionnaire represents the first part of the study, and your assistance in completing and returning 
it would be appreciated. Some respondents will be asked to participate in follow-up interviews. 
AU data wQl be treated in STRICTEST CONFIDENCE. No names will appear on any questionnaire or 
tape. Only aggregated statistical data will be released, and it will not be possible to identify the responses 
of any individual. 
Participation in this study accords with the ethical guidelines established by QUT. It is voluntary and you 
will be able to withdraw from the study at any time. 
A summary of the outcomes of this study will be available on request to participants. 
Should you have any concerns about this study, you may contact me on (07) 3398 5670, or the Secretary 
of the University Research Ethics Committee on (07) 3864 2902. 
If you are willing to participate in this study please return the consent form below with your completed 
questionnaire in the envelope provided by Monday 13 May 1996. 
Mary McMahon 
Consent Form 
I agree to participate in the above study. 
NAME 
REGION 
CONTACT PHONE NUMBER 
SIGNATURE 
I would like to receive a summary of the outcomes of the study YES/NO. 
If YES please indicate your mailing address. 
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APPENDIX 6 
Department of Education Permission 
Department 
of Education 
E(lucati()n House 
30 Mary Street, Brisbane Rej'er to: 
Queensland. Australia Tdej^hnu': 
Our ref: 2195 
MEMORANDUM TO GUIDANCE OFFICERS AND SENIOR GUIDANCE OFFICERS 
RE: RESEARCH PROPOSAL BY MS MARY LIANNE McMAHON 
An application has been received by the department seeking approval to conduct 
research involving guidance officers employed in Queensland state schools. Details of the 
piirpose and requirements of this research study are outlined in the attached statement. 
Approval has been granted by the department for the applicant to approach you with a 
view to securing your cooperation in this project. As evidence of this approval, the 
applicant has been authorised to provide you with a copy of this memorandum. It should 
be noted, however, that although approval has been granted by the department, you are 
under no obligation to participate in the study. 
Should you have any queries relating to this study they may be directed to the 
researcher, or to me. I can be contacted on telephone: (07) 237 0770. 
Yours sincerely 
JAN GILLIES 
Acting Director 
Quality Assurance and School Review Directorate 
1 7 FEB 1995 
I'M I<(,\ :;::. I l r iv l ,.•„„. X , , r i l i (^imn. (,in-'i:-l.i i i>l Kin-' 'IMrpli.,!!,-((17) ::::•,•, n i l ! !•• i \ (nV')l''-J'MiMM,, -^^'M n / . . > -y.-i.-y \ \ y 
Ref: 2/95 
OUTLINE OF AN APPROVED RESEARCH STUDY 
IN QUEENSLAND STATE SCHOOLS 
Replacement Outline 
Title 
Name of 
Applicant 
Full-time 
Employment 
Institution 
(through which study 
is undertaken) 
Aims of Study 
Requirements 
of Study 
Schools to be 
Approached 
Conditions of 
Approval 
Effective Clinical Supervision of Counselling in Education 
Ms Mary Lianne McMahon 
Telephone Number: 
398 5670 
Guidance Ofiicer 
School of Social Science, Queensland University of Technology, 
Locked Bag No. 2, Red Hill Q 4059 
The research question underpinning the study is: l l o w do guidance personnel 
employed within the Queensland Department of Education construe effective clinical 
supervision of counselling practices, and how does this compare with their 
perceptions of existing practices?". The study aims to: 
(a) examine guidance officers and senior guidance officers' perceptions of the 
existing clinical supervision practices within the Department of Education; 
(b) examine how guidance personnel construe effective clinical supervision of 
counselling; 
(c) compare and contrast their perceptions of cvirrent practice with their 
constructions of effective clinical supervision; 
(d) compare and contrast the way in which senior guidance officers and guidance 
officers perceive current practice and their constructions of effective supervisory 
practices; 
(e) discern the supervisory needs of guidance personnel; and 
(0 provide guidelines for conducting clinical supervision in the Department of 
Education. 
A survey questionnaire will be developed using a representative sample of guidance 
personnel (guidance officers and senior guidance ofiicers). The finalised instrument 
(Survey Questionnaire) will subsequently be distributed to all guidance personnel. 
Follow-up interviews will be conducted with a sub-sample of volunteers. 
All guidance officers and senior guidance officers. 
• All da ta to be treated as confidential. 
i 
1 
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APPENDIX 7 
First Thank You/Reminder Letters 
QUT 
Dear guidance officer 
Last week you received a questionnaire which is a part of the PhD study I am undertaking 
through QUT. 
Thank you to those who have already returned the questionnaire. 
If you have not already done so, I would be pleased if you could complete and retum the 
questionnaire in the stamped addressed envelope provided. 
Should you have any questions or concems about the study, you may contact me on (07) 
33985670, or the Secretary of the University Research Ethics Committee on (07) 3864 2902. 
Yours sincerely 
Mary McMahon 
Queensland University of Technology 
KELVIN GROVE CAMPUS VICTORIA PARK ROAD LOCKED BAG NO 2 RED HILL Q 4059 AUSTRAUA PHONE (07) 3864 2111 FAX (07) 3864 3998 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://www.qut.edu.au/ 
QUT International: Locked Bag No 2 Red Hill Q 4059 Australia Phone +61 7 3864 3142 Fax +61 7 3864 3529 
auT 
Dear senior guidance officer 
Last week you received a questionnaire which is a part of the PhD study I am undertaking 
through QUT. 
Thank you to those who have already returned the questionnaire. 
If you have not already done so, I would be pleased if you could complete and retum the 
questionnaire in the stamped addressed envelope provided. 
Should you have any questions or concems about the study, you may contact me on (07) 
33985670, or the Secretary of the University Research Ethics Committee on (07) 3864 2902. 
Yours sincerely 
Mary McMahon 
Queensland University of Technology 
CARSELDINE CAMPUS BEAMS ROAD CARSELDINE Q 4034 AUSTRALIA PHONE (07) 3864 2111 FAX 3864 4999 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://ww\^'qut.edu.au/ 
QUT International: Locked Bag No 2 Red Hill Q 4059 Australia Phone +61 7 3864 3142 Fax *61 7 3864 3529 
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APPENDIX 8 
Second Thank You/Reminder Letters 
auT 
Dear guidance officer 
Recently you received a questionnaire which is a part of the PhD study I am undertaking through 
QUT. 
Thank you to those who have already returned the questionnaire. 
If you have not already done so, I would be pleased if you could complete and retum the 
questionnaire in the stamped addressed envelope provided. 
Should you have any questions or concems about the study, you may contact me on (07) 
33985670, or the Secretary of the University Research Ethics Committee on (07) 3864 2902. 
Yours sincerely 
Man,' McMahon 
Queensland University of Technology 
KELVIN GROVE CAMPUS VICTORIA PARK ROAD LOCKED BAG NO 2 RED HILL Q 4059 AUSTRALIA PHONE (07) 3864 2111 FAX (07) 3864 3944 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://vvww.qut.edu.au/ 
auT 
Dear senior guidance officer 
Recently you received a questionnaire which is a part of the PhD study I am undertaking througji 
QUT. 
Thank you to those who have already returned the questionnaire. 
If you have not already done so, I would be pleased if you could complete and retum the 
questionnaire in the stamped addressed envelope provided. 
Should you have any questions or concems about the study, you may contact me on (07) 
33985670, or the Secretary of the University Research Ethics Committee on (07) 3864 2902. 
Yours sincerely 
Mary McMahon 
Queensland University of Technology 
KELVIN GROVE CAMPUS VICTORIA PARK ROAD LOCKED BAG NO 2 RED HILL Q 4059 AUSTRALIA PHONE (07) 3864 2111 FAX (07) 3864 3944 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://www.qut.edu.au/ 
QUT International: Locked Bag No 2 Red Hill Q 4059 Australia Phone +61 7 3864 3142 Fax +61 7 3864 3529 
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APPENDIX 9 
Focus Group Interview Guide 
Clinical supervision of counselling practices 
of guidance officers provided by senior guidance officers 
in the Queensland Department of Education 
Focus group interview guide 
Introduction 
Thank you all for agreeing to participate in this interview. As you are probably 
already aware, my study concems the clinical supervision of counselling practices 
which occurs between guidance officers and senior guidance officers in the 
Department of Education. 
Previously you completed a questionnaire which provided information on the clinical 
supervision of counselling practices which occurs between guidance officers and 
senior guidance officers. I see this interview as an opportunity for you to have your 
say on supervision. I have chosen to use conference calls so that people from around 
the state could be included, so I hope we don't find the technology too off-putting. 
In the discussion, I am interested to find out what you understand clinical 
supervision is, and how it works for you. In addition I am interested in finding out 
what you perceive as the strengths and weaknesses of the current system of 
supervision. Strengths would be those aspects which you think are working and that 
you would like to keep or have more of. Weaknesses are those aspects of current 
practice which are lacking or you think are not working or you would like to see 
changed. I am also interested in opportunities that exist in the Department of 
Education to develop supervision practices further and what obstacles may be 
standing in the way of this. I am interested to find out how supervision between 
guidance officers and senior guidance officers fits into the context of the 
Department, for example where it fits in relation to your position descriptions, 
schools, school support centres, and regions and who else, if anyone, is involved in 
negotiations on conducting supervision. I am also interested in finding out what your 
needs are in relation to supervision, and how you think those needs could be met. 
The interviews will be tape recorded and transcribed. Information provided in the 
interviews will be treated confidentially, and no names will appear on tapes, in the 
transcripts or in the data analysis. It will not be possible to identify the responses of 
any individual. I also ask that you respect the confidentiality of the other 
participants in your interview. 
Sample questions 
Could you briefly describe your own experiences of clinical supervision in the 
Department? 
What do you perceive as the strengths and weaknesses of the existing practices of 
supervision of counselling practices? 
What opportunities exist within the Department to develop supervision in the way 
you wish? 
What obstacles stand in the way of supervision practices being what you would like 
them to be? 
How important is supervision to you, and why do you think you need it? 
What effect does supervision or the absence of supervision have on you both 
personally and professionally? 
How important do you think supervision is to the Department of Education? How do 
you know? 
How does supervision fit into the context of schools, school support centres and 
regions? 
What are your supervision needs? 
How could these needs be met and whose responsibility is it? 
Conclusion 
Thank you for participating in this interview. The interviews have been tape recorded 
by Telstra who will provide me with the tape which I will then trcinscribe. Once again, 
I remind you that information provided in the interviews will be treated 
confidentially, and no names will appear on tapes, in the transcripts or in the data 
analysis. It will not be possible to identify the responses of any individual. I also ask 
that you respect the confidentiality of the other participants in your interview. 
I anticipate that my study will be completed during 1997. After that time I will 
provide a summary of the outcomes to those who requested it on the consent form. 
Once again, thank you. 
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Clinical supervision of counselling practices 
of guidance officers provided by senior guidance officers 
in the Queensland Department of Education 
Focus group interview information statement 
Dear 
Thank you for agreeing to participate in a focus group interview on clinical supervision. 
The interviews are being conducted as part of my PhD studies at the Queensland 
University of Technology. Permission to conduct the study has been granted by the 
Department of Education, and participation in the study accords with the ethical 
guidelines of the Queensland University of Technology. 
Your interview will be held at on . Interviews will 
last approximately one hour, although it is advisable to allow some time before and 
after the interview. A few minutes before the interview time, a Telstra operator will 
contact you to make the necessary connections. You will be interviewed in a focus 
group with three other senior guidance officers. The following information may be of use 
to you in preparing for the interviews, and thinking about what you would like to say. 
Previously you completed a questionnaire which provided information on the Glinical 
supervision of counselling practices which occurs between guidance officers and senior 
guidance officers. I see this interview as an opportunity for you to have your say on the 
supervision of counselling. In the discussion, I am interested to find out what you 
perceive as: 
• the strengths of the current system of supervision (strengths would be those aspects 
which you think are working and that you would like to keep the same or have more 
of) 
Queensland University of Technology 
CARSELDINE CAMPUS BEAMS ROAD CARSELDINE O 4034 AUSTRALIA PHONE (07) 3864 2111 FAX 3864 4999 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://www.qut.edu.au/ 
QUT International: Locked Bag No 2 Red Hill Q 4059 Australia Phone +61 7 3864 3142 Fax +61 7 3864 3529 
• weaknesses of the current system of supervision (weaknesses are those aspects of 
current practice which are problematic, or you think are not working, or you would 
like to see changed) 
• opportunities that exist in the Department of Education to develop supervision 
practices further and 
• threats - obstacles that may be standing in the way of this. 
I am also interested to find out how supervision between guidance officers and senior 
guidance officers fits into the context of the Department, for example 
• what proportion of your time is spent on the supervision of counselling 
• what are the attitudes of schools, school support centres, and regions to the 
supervision of guidance officers by senior guidance officers 
• who else, if anyone, is involved in negotiations on conducting supervision 
• what your needs are in relation to supervision 
• how do you think those needs could be met. 
The interviews will be tape recorded and transcribed. Information provided in the 
interviews will be treated confidentially. No names will appear on tapes, in the 
transcripts or in the data analysis, and it will not be possible to identify the responses 
of any individual. I also ask that you respect the confidentiality of the other participants 
in your interview. 
Should you have any concerns about this study, you may contact me on (07) 3398 
5670, or the Secretary of the University Research Ethics committee on (07) 3864 2902. 
Yours sincerely 
Mary McMahon 
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Clinical supervision of the counselling practices of guidance officers 
provided by senior guidance officers employed by the 
Queensland Department of Education 
Focus group interview review questionnaire 
Thank you for participating in the focus group interviews for my PhD research last year. 
Wli i le tf ie use of focus group interviews as a research methodology is not new, the use of the 
conferlink facility to conduct the interviews is new. 
I am interested in your feedback on the interview process and would appreciate it if you 
could take time to complete the questions below. A stamped, addressed envelope is provided 
for your convenience. 
For each of the statements below, please tick the appropriate box. 
Yes No Unsure 
Interview preparation 
1 . I had enough time to prepare for the interview. Q Q [_J 
2. I understood the purpose of the interview. f H f H r i 
3. I understood what the content of the interview was to be 
about. 
4 . I understood how the interviews would be conducted. 
5. I understood what arrangements I had to make for the 
phone interview. 
6. The reminder fax about the interview details which I 
received was helpful. 
7. The use of the Telstra Conferiink operator to contact me at 
the appropriate time was helpful. 
The conduct of the interview 
8. The interviewer clarified the purpose of the focus group (~1 r ^ r n 
interview. 
9. I felt able to have my say. r n ("1 r n 
10. I was interested in the content of the focus group i ^ f ^ [ ^ 
interviews. 
1 1 . I enjoyed talking to the other part icipants. f H r n r n 
n 
• 
a 
• 
• 
• 
• 
• 
• 
• 
n 
• 
n 
• 
• 
Yes 
n 
n 
• 
No 
n 
n 
• 
Unsure 
• 
n 
• 
12. I had an opportunity to talk with people I didn't previously 
know. 
13. I enjoyed the opportunity of having a professional 
discussion with my peers. 
14. I rarely get a chance to discuss supervision with any one. 
15. Talking to the other participants was informative. I " ! f H | ^ 
16. The length of time taken for the interview was appropriate. r n p i r n 
17. I was satisfied with the arrangements about confidentiality. [~| ( " I j ^ 
18. I understood how the information from the discussion was r n p i | ^ 
being used. 
19. The technology was a hindrance. r i I " ! f H 
If the technology was a hindrance, what other methods would you suggest? 
In the space provided below, please feel free to make further comments. 
Again, thank you for taking part in this study. 
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Clinical supervision of counselling practices of guidance officers by senior 
guidance officers in the Queensland Department of Education 
Focus group interview review questionnaire 
Dear 
Thank you for participating in the focus group interviews which I conducted as part of my PhD studies 
on clinical supervision. While the use of focus group interviews is not a new methodolog\% the use of 
technology in conducting them is new. As part of my study, I am interested in evaluating the use of the 
Telstra Conferlink facility as a means of conducting such inter\aews. 
Enclosed is a short questionnaire which I invite you to complete. There is also room on the 
questionnaire for additional comments that you wish to make. Also enclosed is a stamped, addressed 
envelope for the return of the questionnaire. 
Permission to conduct the study has been granted by the Department of Education, and participation in 
the study accords with the ethical guidelines of the Queensland University of Technology. Participation 
is voluntars'. 
All data will be treated in strictest confidence. No names will appear on any questionnaire. Only 
aggregated statistical data will be released, and it will not be possible to identify the responses of any 
individual. Should you have any concems about this study, you may contact me on (07) 3398 5670, or 
The Secretan^ of the University Research Ethics Committee on (07) 3864 2902. 
I hope to provide a summary of the outcomes of my study to all participants who requested it by late 
1997. 
Please return comple ted ques t ionna ires by Monday 2°^ June . 
With thanks 
Mary McMahon 
Queensland University of Technology 
CARSELDINE CAMPUS BEAMS ROAD CARSELDINE Q 4034 AUSTRALIA PHONE (07) 3864 2111 FAX 3864 4999 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://www.qut.edu.au/ 
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Clinical supervision of counselling practices of guidance officers by senior 
guidance officers in the Queensland Department of Education 
Focus group interview review questionnaire 
Dear 
Recently you received a questionnaire which is a part of the PhD study that I am currently undertaking. 
Thank you to those who have already returned the questionnaire. 
If you have not already done so, I would be pleased if you could complete and return the questionnaire 
in the stamped addressed envelope provided. 
Should you have any questions or concems about the study, you may contact me on (07) 3398 5670, or 
the Secretary of the University Research Ethics Committee on (07) 3864 2902. 
Yours sincerely 
Mary McMahon 
Queensland University of Technology 
CARSELDINE CAMPUS BEAMS ROAD CARSELDINE Q 4034 AUSTRALIA PHONE (07) 3864 2111 FAX 3864 4999 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: ht1p://www.qut.edu.au/ 
QUT International: Locked Bag No 2 Red Hill Q 4059 Australia Phone +61 7 3864 3142 Fax +61 7 3864 3529 
